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CONCEPTUAL ISSUES
Defining Communicaticn Competence 2

The educational process in the United States has come under ever-increasing
scrutiny in the past two decades. Beginning with the “Sputnik” controversy of the
late 1950s and moving through the university protests of the late 1960s, the ways
and means of ‘education have come under attack. Books, such as Silberman’s
(1970) Crisis in the Classroom: the Re-Making of American Education, Holt’s
(1971) Why Children Fail, Postman and Weingartner’s (1969) Teaching as a
Subversive Activity, and lllych’s (1975) The De-Schooling of Society, have pointed
out a wide variety of concerns with the educational process. These authors, as
well.as others, have raised a number of points concerning the inadequacies and
N shortcomings in many aspects of the educational system. ‘

These concerns have spawned a number of efforts designed to “correct”

problems noted in the learning ievels of students. Some of these efforts have
- been termed “minimal ~ompetency testing,” “competency-based education,”
“functional competencies,” and “back to the basics.” Such efforts generally are
focused on the identification of specific competencies that contribute to the
mastery of a skill or of knowledge (Hall and Jones 1976). The argument advanced
is that, the more numerous the areas in which a student develops competence,
the more effectively the individual will be able to function in general society. While
these efforts arz, for the most part, in developmental stages, they reflect a
growing concern about education’s ability to assist the student in acquiring
necessary functional skills. Efforts are now being made to define functional
competence in various subject areas and to determine what skills astudent needs
. in order to behave in a minimally competent manner. .

~
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Foreword

The current decade is characterized by fierce conflicts uver the notion of “‘the
basics.” Many educators are valiantly resisting attempt:, bv school boards and
legislators to narrowly define what is basic in educauon. However, others have
capitalized upon the potential of the basics movement to :edefine the goals and
terminal objectives of education. Using such battle crie as*“ahead” and“forward
to the basics,” they have sought to determine what human beings need, not only
minimally, for “survival,” but also for the* pursuit of happiness’ in contemporary
society. In doing so, they seem 1o have resurrected longstanding educational
goals that have often recewved hip service from state departments of education but
that rarely have been unplemented. Many of these gcals focus on effective
interaction through speaking and listeniag skills and. more specifically, on
communication 1n everyday, functional situations In the face of mounting
evidence that these interactive skills may be what disunguish the ““survivors”
from the "“nonst. sivors” 1n academic, vocational, and social contexts, we have
come to realize that they are a vital aspect o! basic education.

However, a major deterrent to progress in - search and instruction has been
confusion In defining “communication competence” and in assessing com-
munication learning. By providing a working definiion of the competent
communicator and six dimensions critical to communmication as.essment. the
authors of Assessing Functional Communication have furmished us with the
beginning of a solution to these problems Their in-depth analyses and
organization of snstruments for assessing functional communication have
significantly advanced our potential for orderly research and meaningful
teaching in 3 frequently neglected area
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This information analysis monograph is published by the Speech Com-
munication Association in cooperation with the Educational Resources Informa-
tion Center (ERIC) Clearrnghouse on Reading and Communication Skills. Such
analyses are a response to a directive from the National Institute of Education
(NIE) that ERIC provide educators with opportunities for knowledge utilization
beyond that provided by the ERIC data base. To close the gap between
educational research and classroom teaching, NIE has charged ERIC to go
beyond its initial function of gathering, evali:»ting. indexing. and disseminating
information, to provide a significant r :w service. that is. commissioning
recognized autherities to write information analyses that focus on concrete
educational needs

In each analysis paper.; the author attempts 1o provide a comprehensive
review of a topic and a judgment about where we are and where we need to go
from here. Often the authors synthesize diverse approaches and suggest new
directions. The knowledge contained in an information analysss is a necessary
foundation for reviewing existirg curricula, planning new programs. and aiding
the teacher in current s,tuations.

To my knowledge. the current analysis is unique in the communication and
education fiterature. as well as in the literature of the other social and behavioral
sciences. By thoroughly searching existing data bases and by organizing
instruments in a scheme usetu: to classroor teachers, the authors have made a
valuable cont..bution. As teachers. researchers. ana educational policy makers
rush to define and assess what 1s basic in education. 1t 15 imperative that they
consider the dimensions of the competent communicator presented in this
analysis.

Barbara Liep-Brilhart

Associate Director
Speech Communication Module, ERIC/RCS
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Introduction 1

For this volume to be usefu! to you, we need to clanfy wo points: whatwe mean
by the term * functional communication” and the strategy we followed in
developing a volume that deals with how functional communication may be
measured. Some attention 1o these two points will be helpful, both in under-
standing the contents of thic volume and in identifying the conceptual stances
that guided our efforts in producing 1.

Functional communication

A good point of departure for gaining understanding of our use of the term
“functional communication 15 the distinct.on between communication com-
petence and communication effectiveness. Communication competence implies
aminimal level of ability, basically with respect to two characterisucs: (1) meeting
the minimal communicative demands of a situation and (2) exhibiting socially
appropriate behavior. Meeting *he functional demands of a communicative
situation implies only that, in initating communicative acts or responding to the
acts of others, one must mantain logical consistency in those acts. For example, if
someone stops you on the sidewalk and say<,” Hey. can you tell me how to getto
Sprague Hall?” the functional demands of the situation involve a request for
information and its subse uent provision. Moreover, a specific class of informa-
ton is being requested, ti.at is, direction. To exhibit communicative competence,
you might respord. “You see that big, red-brick building there? Well, you walk
up to the front of that building and turn to your right and, about a hundred yards
down the hill, you'll se ¢ a big. modern-looking building with ali kinds of glass all
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over it. That's Sprague Hall.” Or, to exhibit communicative competence, you
might respond, “I'm sorry, | do./'t have the vaguest idea where Sprague Hall is.”
Either way, your response indicates that you have recognized the request for
direction and have attended directiy to that request. If your response is
“Sprague Hall was constructed in 1896 as the original administration building and
was remodeled in 1925. It now houses the Chemistry Department,” you would
not be meeting the functional demands of the situation. You would be providing
information but not giving directions. If someone turns tc you and says, “What
time is it?”’ and you say, “Tuesday,” you are not exhibiting much communicative
competence. At the core of communicative competence is the notion that
communication is competent if it meets the functicnal demands of the situation.
In a similar sense, communicative competence is closely aligned with the
notion of socially appropriate behavior. We don’t stop a person in an obvious
hurry and try to engage that person in a lengthy philosophical discussion con-
cerning the nature of love. We don't carry on lovers’ quarrelsin crowded elevators.
We don’t enter a room fulil of strargers and announce our preferences for certain
sexual acts. Our communicative behavior ic minimally competent if it rarely
violates the norms of social app’ >priateness.

Most of us function competently as communicators. indeed, if our formal
and informal training has not at least developed some level of communicative
competence, then the odds are either we will be isolated from the rest of society
or else we will find, on our own, a subsegment of society very much like us and
will spend most of our time there.

Most of the theoretical statements about, and the researci. conducted on,
communicative competence involve young children. If you think of communica-
tive competence as meeting the minimal f ~ "onal demands of a situation and
exhibiting socially appropriate behavior, then it is understandable that the
theoretical and empirical focus should be on young children. Among autono-
mously functioning adults, we would expect communicative competence,
conceived of in this way, to be present.

Communicative effectiveness, on the other hand, is a commodity rarer than
competence. It is something we know far less about and exhibit much less
frequently. Let’s consider, for example, one aspect of communication: listening.
Most of us are competent listeners, at least in the sense that we have learned to
maintain the illusion of attention. That is, we wiil look at the other person, nod
occasionally, show intermittent signs of interest, and say things that seem at least
partially related to what the other person has said- And, if the other person leaves
the encounter with a sense of having been listened 10, then we can claim
competence. But there is a tremendous difference between the sense of having
“been listened to” and the sense of having “understood.” How often have you
felt really understood? Competence involves minimal levels of communicative
functioning, and effectiveness involves communicating 1n such away that certain
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desirable outcomes are enhanced or facilitated. What is involved in listening
competently is far less than what is involved in listening effectively.

Cormmunication effectiveness impliesthe enhancing or facilitating of certain
outcomes. You may be an effective communicator in many different <enses. If
another person understands the content of your communication or under-
stands your unique personal characteristics, you may be effective n the sense
that you have facilitated or enhanced accurate perception between you and the
other. if you are able to change or modify another person’s potnt of view on an
issue, you may be considered effective in the sense that vou have factitated or
influenced an outcome. If you can comm..n:cate with another person in such a
way that the person valuesyou more, values self more. or values the relationship
more, you may be effective in the sense that certain emotional outcomes have
been faci'tated. Many different outcomes are used both to conceptualize and to
measure an individual’s level of communicatior. effectiveness. For the moment,
the point is simply that communication ef.ectiveness implies something more
than, and different from, communicative competence.

The distinction between competence and effectiveness 1s paralleled (not
absolutely, but in terms of general trends) by different measurement strategies.
Competence is usually assessed through objective-referenced or criterion-
referenced tests. The purpose of these kinds of tests is to determine whether or
not you can exhibit a particular skill, demonstrate a spec fic ability, perform a
certain task, or meet a particulardemand. Your score onsuch atestss a function of
whether or not you respond correctly or adequately i the various test stems. This
is the strategy followed, for example, by the National Assessment of Educational
Progress (Mead 1977), which 1s presently developing procedures for assessing the
percentages of seventeen-year-old high school stugents in this country who are
capable of performing each of a wide variety of communication operations.

A different testing strategy 1s called norm-referenced testing This strategy is
directed toward discovering how well you perform certain communication
operations. The issue 15 not the presence or absence of a particular communica-
tion skill. The issue 1s the level of skill you are able to demonstrate, compared to
the level of skill demonstrated by others responding to the same assessment
procedures. Your score on such a test is not absolute, 1t s relative. That is, your
inferred level of functioning depends upon how ycur score compares with the
scores of others who bave taken the same test.

Functional communication refers to the skills, knowledge. and attitudes
possessed by an individual. trom which that individual’'s competence or
effectiveness may be inferred The lowest level of functional communication is
competence Levels of functional communication above competence imply
degrees of communication effectiveness The purpose of this volume s to clarify
some of the conceptual and methodological ssues surrounding the measure-
ment of iunctional communication and to provide you with some alternative

1 0 introduction 3
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measures that may be used to assess degrees of functional communication
ranging all the way from minimal competence to high levels of effectiveness.

The treatment of functional communication ir: this volume

This volume is divided into two parts. Part | represents ar: attempt to identify
and describe some of the conceptual and methodological issues you are likely to
be confronted by f you wish to assess, evaluate. do research on, or describe
empirically some of the major componeus of functional communication. We
have deliberately restricted our attertion to those aspects of functionai com-
munication that are present in, and exhibited through, interpersonal interaction.
We have made no attempt to :nclude some of the more-specialized interests you
might have: for example, public speaking, group communication, communication
in families, organizational commur.:cation, ard so on. including such areas here
would have been more than we had bargained for or had intended doing from
the outset. However, there are two exceptions to this general disclaime. First,we
have included a conceptual and measurement section on apprehension and
anxiety, even though this work originated primarily from an interest in formal
public-speaking situations. The related concepts of apprehension and anxiety
seem to us so essential to a reasonable conceptualization of functional com-
mtinication that we allowed our own concerns to dictate their inclusion. Second,
because of the nature of tris volume and the principle audience for which it is
intended,; we included a number of measures directed toward descriptio - or
evaluation of classroom interaction. These measures assoctated with classroom
interaction are reviewed in part {1. They represent some of the earlier category
systems for describing classroom interaction and what we consider to be some of
the major versions of those earlier systems, as well as some later category systems.
If you are interested in assessments of classroom interaction, a far morc detaited
and useful reference to examine would be Mirrors for Behavior (Simon and
Boyer 1974)

Part | of the present volume begins with an overview chapter directed
toward the identification of some fundamental conce; rual distinctions. This
chapter may be useful to those who are not already familiar with ways in which
communicative competence and communicative effectiveness have been treated
theoretically 1t 1s a brief overview, dessgned primarily to lay some fundamental
groundwork within which the remainder of the volume may be better under-
stood. Following this overview chapter are six brief commentaries Each of these
discusses a particular component of functional communication. These com-
ponents are treated individually because, in each case. there are conceptual and
methcdological i1ssues associated with that dimension of functional com-
munication.

It 1s important to understand that the contents and orgamization of this book
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demonstrated by the individua. However, the inclusion of the word “knowledge”
reflects the linguistic influence from which communication competence was
derived. In that framework, competence is an internal state of knowledge

Jugmented by performance, but the two maintain separate identities. The term

“comminicative behavior” delimits the types of behavior with which we are
most concerned. The phrase “socially appropriate” reflects the fact that we are
concerned with adherence to some socially prescribed rules. Competence then
must be examined in terms of the particular cultural group against which an

" individual is compared.

The last element that is critical in distinguishing communication competence
frum other phenomena is contextuality, the quality of being appropriate to a
given situation. With respect to situation, we have defined three contexts: the
verbal context, the relationst..p context, and the environmenta| context, This
element of the definition is closely related to the concept of what constitutes
social appropriateness. Indeed, the two aspects work jointly to define the skill
and awareness that must be directed toward the social rules regulating communi-
cative behaviors, - “

In order to come to a clearer understanding of the concept of communication
competence, we compared it with various other terms that are often associated

with it. Those terms include linguistic competence, communication effectiveness’

or accomplishment, interpersonal competence, and communication skills.
Communication competence is amore-encompassing term than is linguistic

competence. One needs to have linguistic competence in order to have

ommunication competencz, but communication competence requires more

than just linguistic competence. . e

Communication competence is manifested in communication skills and
performance. Skills are developed through performance and the subsequent
assessment of the effects of that performance. Communication competence can
be viewed as a constellation of skills.

Communication competence differs from communication effectiveness in
that the latter is concerned with particular outcomes. Competence, though
contributing to effectiveness, can be conceptualized and operationalized
without concern for outcomes sought or attained.

Interpersonal competence places strong emphasis upon achieving some
goal. It is generally treated as requiring intentional action. Communication
competence, again, may be used for these aims, but such aims are not essential to
its definition. ‘

THe second half of this commentary was devoted to exploring theé dimen-
sions of communication competence. These dimensions basically are the types of
skills or abilities one must have to be communicatively competent. They
included decentering or role-taking abilities, interaction-management abilities,
linguistic competence, nonverbal skills, disclosing abilities, listening abilities, and
others. The list coula e extended, but there are two general categories into

4
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pattern of reticence becomes reinforced. As a result, the child may “*seek similar
rewards in other ,ocial settings™” (p 44). The child could once have faced a
traumatic experience that prompts withdrawal whenever he is placed in a
demanding situation with which he is unable to cope. Another explanation rests
on the values of communication that a child may learn from her environment. in
a study of reticent college students, many came from lower socioeconomic
groups or from ethnic groups that use talk as a vehicle for abuse or ventilation
{Phillips and Butt 1966).

McCroskey (1970) used one of the definitions offered by Phillips to define
“communication apprehension” as a “'broadly based anxiety related to oral
communication rather tha~ a variety of “types’ of communication-bound
anxiety” (p. 270). What he is referning to is a general anxiety about the use of
speech communication, whether it be 1n a public speaking situation or an
interpersonal encounter.

Lamb (1972). in adopting Speilberger’s theory of anxiety, divides "*speech
anxiety” into speech-A-state, and speech-A-trant (A stands for anxiety).

Speech-A-state may be defined as anxiety experienced in a speaking
situation which s characterized by subjective, consciously perceived
feelings of te1sion and apprehension, and activation of the automatic
nervous sytem. Speech-A-trait, on the other hand. referstorelatively
stable individual differences in the disposition or tendency to
respond with elevationsin A-state in a particular situation. Speech-A-
trait may also be regarded as reflecting individual differences in the
frequency and intensity with which Speech-A-states have been
manifest in the past, and 1n the probabihity that such states will be
expenenced in the fture. (P. 63)

One important implization of these distinctions s mentioned by Lamb. He
indicates that phyvsiological measures are measures of A-state because they are
measuring a specific instance, whereas self-reports can be measures of esther A-
state or A-trait

Wheeless 11975) draws a distinciion between ~communication apprehen-
sion”’ and “speech anxiety.” Wheeless conceptualizes communication appre-
hensior as fear. it s mmphed that apprehension 1s an anticipaied reaction,
whereas speech anxiety might be the actual reaction. Another important ssue
rased by Wheeless, which 15 often overlooked i the conceptuahzation of
communication apprehension. s what he calls “recenver apprehension.” This
apprehension 1s associated with the decoding and response tendencies of the
recener. Thus. commumication apprenension may be thought of in terms of both
a sending and a receing function

Burgoun 119761 introduced 4 new term to desciibe the " chronic tendency to
avoid and. of devalue oral commun:cation”—- unwiliingness to communicate

65
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CONCEPTUAL ISSUES
Defining Communication Competence 2

The educational process in the United States has come under ever-increasing
scrutiny in the past two decades. Beginning with the “Sputnik” controversy of the
late 1950s and moving through the university protests of the late 1960s, the ways
and means of education have come under attack. Books, such as Silberman’s
(1970) Crisis in the Ciassroom the Re-Makirig of American Education,.Holt's
(1971) Why Children Fail, Postman and Weingartner’s (1969) Teaching as a-
Subversive Activity, and lllych’s (1975) The De-Schooling of Society, have pointed
out a wide variety of concerns with the educational process. These authors, as
.= well.as others, have raised a number of points concerning the madequac:esand
~ . shortcomings in many aspects of the educational system.

These concerns have spawnéd a number of efforts designed to “correet’ '
problems noted in the learning ievels of students. Some of these efforts have
been termed “minimal rampetency testing,” “competency-based educatiori,”
“functional competencies,” and “‘back to the basics.” Such efforts generally are
focused on the identification of specific competencies that contribute to the’
mastery of a skill or of knowledge (Hall and Jones 1976). The argument advanced
is that, the more numerous the areas in which a student develops competence,
the more effectively the individual will be able to functionin general society. While
these efforts arz, for the most ‘part, in developmental stages, they reflect a
growing concern about education’s ability to assist the s:udem in acquiring

" necessary functional skills. Efforts are now béing made ‘to define functional
competence’in various subject areas and to determine what skills astudent needs
, in order té behave in a minimally competent manner. -
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ttseems that one of the areas of knowledge or competence most essential to
effective functioning is the ability to communicate effectively. Some individuals
{Reusch 1955; Duncan 1968; Dance and Larson 1972, 1976) suggest that a
relationship exists between the ability to use the communication process and the
ability to function in society. In order to function adequately in society, a person
must be competent in the use of communication process.

The purpaose of this chapter is to explicate this relationship, by describing
communication competence and its place in the educational process. To
accomplish this, the chapter is divided into threé sections: (1) a brief description
of general goals of education and of speech communication educatior,
(2) definitions of communication competence, and (3) functions and dimensions.
of communication competence. B

3

Educational Goals !

In order to discuss a concept that, at least partially, may guide educational

strategies, it would first be appropriate to summarize the goals those educational
strategies attempt to attain. Some of the important related issues are “wkat sort of
person do we want to end up with?” and “ what should the student gain from the

edycational process?” By briefly exploring questions such as these, #t may be *

possible to develop a foundation and arationale for the inclusion of communica-
tion tompetence as an important concept for education.

At the most-general level, the goal of education is to create free men and
women—a process that Oraiscn (1959) calls “the progressive acquisition of
autonomy.” He states that “ education in the final analysis exists essentially in the
cujmination and the promotion of liberty of future adults” (p. 18). But, to be more'

 specific, what does it mean to be free? What does it mean to be autonomous?
John Henry Cardinal Newman, wiiting in The Idna of a University (1941), says: -

N Tt s the education which gwesa man a clear conscious view of his own
opinions and judgments, a trutn in developing them, an eloquencein

- expressing them, and a force in urging them. It teaches him to see
things as they are, to go right to the point, to disentangle a skein of
thought, to detect’what is sophisticated, and to discard what is -
irrelevant. . .. It shows him how to accommodate himself to others,
how to throw himself into their state of mind, how to bring before
them his own, how to influence them, how to come to an under-
standing with them, How to bear with them. He is at home in any ’
society, he has common ground with every class; he knows whento
speak and when to be silent, hé is able to converse, he is able to listen,
he can ask a question pertinently, and gain a lesson seasonably, when
heHas nothing to impart himself; he is ever ready, yet neyer.in the
way, he is a pleasant companion and a comrade you can depend on;

~

12 “Assessing Functional C ommum(atrrB

I

PLE Y

<o



——— -in'Schoot and College:

he knows when to be serious and when to trifle, and he has a sure tact
which enables him to trifle with gracefulness and to be serious with
effect. (Pp. 196~197)

In 1952, a committee representing tne facuities of three universities—
Harvard, Princeton, and Yale—convened to discuss the goals of a general
education. The following statement appeared in-the volume General Education ~

o ——
e et

The hberally educated man is articulate, both in speech and writing.
He has a feel for language, a respect for clarity and directness of
expression, and a knowledge of some language other than his own,
He is at home in the world of quantity, number and measurement. ...
He knows a good deal abou’ the world of nature and the world of
man, about the culture of which he is a part, but he is never merely
“well-informed.” He car. use what he knows, with judgment and
discrimination. . . . He has convictions, which are reasoned, although
he cannot always prove them. He is tolerant about the beliefs of
others because he respects sincerity and is not afraid of ideas. He has
values, and can communicate them to others not only by word bu: by
example. . . . Above all, the liberally educated man is nevera type. He
is always a unique person, vivid in his distinction from other similarly
educated person., while sharing with them the traits we have
mentioned. (Pp. 19-20) S
___of {he vanety_oi_anubuterof’tﬁe educated person on discussed in these twn
qumauons, it is important to notice the stress placed on the use of language for
expression and communication. Speech communication has been described as
the-study of spoken symboiic interaction (Barker and Kibler 1969) ang has been
defined as “the process, or the product of the process, of the fusion of genetically
determined speech with culturally determined language” (Dance and Larson
1972; p. 11). This definition points out two aspects of that study: the individual’s
ability to speak—to use symbolic language—and the individual’s ability to use
that language within the culture.
Dance {1972b) suggests that “the spoken word, rather than bemg peripheral

. or mcndental is central to human communication” (p. 197). This belief is shared

by other writers, notably Langer {1972}, who states, “The power of speech
transformed the genus ‘Homo' and every aspect of its ambient; for with speech
came thought and remembiance, intuition, conception, and reason” (p. 316). In .
terms of the pervasiveness of speech and langucge, she writes: “The mind is so ;
largely formed and its higher functions sustained by words and ways of wording
ideas that the linguistic influence is not limited to cortical, rational, and semi-
rational processez; but reaches far into the emotional sphere, coloring fantasies

v
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and even perceptions” (p. 353). A descriptian of comm.unication” competence
would necessarily take the pbsmon that the ability to use the spoken word is
central to the child’s development as an effectively functioning human being.

Communicative ability may be seen as serving three functions for the

_individual {Dance and Larson 1976). The first is the linking function. Ox a basic
level, every living organism functions.in an environmentand, imorderto survive,
- —mustgather around it a nucleus of those things that will sustain life. The quality of
the link between the organism and the environment will govern the quality of
life for that organism. For humans, the primary (though not the only) means of ,
establishing this link is speech communication—spoken symbolic interaction.
Dance (1972a} states that “‘the development of self-concept of role rezlization,
and of social bonds, all reflect the impact of the spoken word on [this] function”
(p. 199).

The second function is the deveiopment of higher mental processes. With
respect to this function, it is argued that most thought is verbal, that thought and
language are inseparable components of reasoning, and that speech facilitates
both the communication of thoughts to other individuals and the reception of
their thoughts. There seems to be a direct, positive relationship between the
individual’s ability to use symbols (language) and the individual’'s abi'ty to
conceptualize.

The third function is the regulation of behavior. Dance (1972a) states: “Overt
verbali~ation has been extensively used as an aid in changing opinion and belief
as evideénced in its use in_criticism.and sel-eriticismin—thought-controt—

——techniques” (p. T99). it is easy to see that overt vocalization can and does function

as a regulator, both for the behavior of others and for the behavior of oneself. ¢

Educators in speech communication traditionally have attempted to assist

« students i'n‘de\(eloping communicative abilities in a manner that fits well with the

goals of general education discussed earlier. Scholars in speech communication

have been working in recent years to specify the communicative behaviors, skills,

and levels of knowledge that would allow a person to function competently as a

communicator. This book is an attempt to define functional speech communica-

tion competence and to describe the procedures used in assessing aspects of that

competence. The followirg section presents definitions of communication -

competence proposed by various scholars.

Definitions of communication competence

It seems clear that the individual’s communicationr cémpetence is a proper
concern of education. What is less clear, however, are the skills and knowledge a
person must have in order to communicate competently appropriately, or
effectively. At least some clarity must be attained or imposed if we are to devise
relevant and useful educational strategies that will increase the student’s
communicative abilities.

\

14 Assesuing Functional Commurucation -, .

RIC . ) 18

Aruitoxt provided by Eic:




ERIC

Aruitoxt provided by Eic:

s
e

Communication competence: The term competence generally refers to the
ability of a person to function in the world. Argyris (1965} states that “the
competence of a living organism means its fitness or ability to carry on those
transactions with the environment which result in its maintaining itself, growing,
and flourishing” {p.59). This notion is supported by White (1959}, who believes
that competence refers to an organism’s capacity to interact effectively with its
environment. The competent organism, thes, could be said to be one that has the
knowledge and skill to interact effectively with its environment so that its
existence is maintained and possibly enhanced.

The term communication as a modifier for competence generally refers to
the specific competence exhibited through the communication process. The
definitions used by various scholars in their writing about communication
competence allow discussion of the commonalities of the definitions and the
concepts, underlying communication competence. It is apparent that the
definitions vary on certain dimensions, and these reflect issues that will require
elaboration.

Creative use of language: that is. the ability of a speaker to devise
nove! sentences appropriate to new situations. {Hymes 1971; p. 17)

Competence 1s the most general term for the speaking and hearing
capabilities of a person. Competence 15 understood to be dependent
on two things: {tacit) knowledge and (ability for) tise, (Hymes1971; p.
18. Parentheses in original.) :

Communication competence is the ability of an interactant to choose
among available communication behaviors n order that he may
successfully accomplish his own goals during an encounter while
maintaining the face and line of his fellow interactants within the
constraints of the situation. {(Wiemann 1976; p. 7)

Communication competence, unlike linguistic competence, in-
volves awareness of the transaction that occurs between people.
Competence. in this perspective, is tied to actual performance of the
language 1n social situations. {Allen and Brown 1976; p. 248)

The knowledge which speakers possess about the set of rutes which
detail the appropnate communication behavior within a subculture
for a given situation 1s often referred to as communication compe-
tence, (Wrather 1976; p. 5) ) - ’

" »
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From these definitions emerge five important issues that require attention; these
concern linguistic competence, knowledge-versus-ability, contex:uality, ap-
propriateness, and accomplishment. A discussion of these issues shculd clarify

the concept of communication_competence and how.it.may be uaderstood in-
relation tc similar concepts and educational strategies.

Linguistic competence contrasted with communication competence

The first distinction that should be made is between linguistic competence
and communication competence. In comparing these two concepts, it should
first e noted that communication competence has its roots in linguistic
competence but differs from it in several important ways. Linguistic competence
and linguistic performance are grammatical concepts developed initially by
Chomsky (1965). The most widely accepted view of linguistic competence held by
psycholinguistsisthatitis “the speakar-hearer’s knowledge of his language . . . the
finite system of rules which enable him to comprehend and produce an infinite
variety of novel sentences” (Nicholson 1974; p. 4). This view of linguistic
comnetence (grammatical knowledge; excludes performance. For psycholin-
guists, performance is not competence but the expression or realization of
competence in behavior. When discussing communication competence, it seems
less profitable to make this distinction between knowledge an § performance.
Contemporary views of communication are process oriented and assume that the
interaction between pecple is of far greater interest than the levels of linguistic
competence exhibited. It might be said that, while the definition of linguistic
competence focuses on the awareness of the relationship between words, the
definition of communication competence focuses on the awareness of relation-
ships between people. It can be argued that performance refiects the presence or
absence of competence. Communication compétence, in part, is depenaent on
linguistic competence, but linguistic competence does not imply the presence of
communication competence. it should be noted by the reader that the word
competence has slightly different meanirgs for the linguist and for the student of
human communication. For the lingusst, conipetence is separate from behavior.
But for the concept of communication competence that we are following in this
volume, competence is tied ‘o behavior, to the actual use of the communication
process by the individual.

Possession of competence

The second issue arising from these definitions concerns the pos;eSsion of
competence, and this is particularly critical to the, assessment of individuals. The
assessment of competénce depends a great deal upon the way in which we
believe’ competence to be manifested in the individual—!iow we may know
whether or not an individual is competent.

16 Assessing Functional Communication
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The definitions presented earlier used a variety of terms implying posses- - - -

sion; knowledge, skill. ability, awareness. This “implied possession” can be seen
as a result of the evolution of the concept of communication competence from
that of linguistic cc mpetence. One question central to this :ssue is the question of
intent. Does a person have to make a conscious decision about what to do in
order to be judged communicatively competent? Or is the mere exhibition of
competent behavior sufficent evidence? In approaching this issu -, one can fook
at the differences betaeen knowledge, skills, and behavior. Scheffler (1965)
discusses this distinction. He divided ability into the subclasses “facility’” and
“critical skill.”” Facilines are behaviors seen as automatic or as so ingrained that
they appear to be automatc. Critical skills are acauired through training and are
improved by prictice that requires strategic judgment. Critical skills require
conscious knowledge, while facilives do not.

Scheffler’s discussion of “knowing” continues by differentiating between
“knowing that,” as a propositional term, and “‘knowing how,” as a procedural
term.,

“Knowing how to” represents the possession of a skill. a trzined
capacity, a competence, or a techmque. We discussed skills earlier
and distinguished them from traits. habits, or propensities, as well as
trom attain: ~nts—r.e., appreciation and urderstanding. Certainly
having a skill 15 also quite different from knowing that the skili1s such
and such. A person might well have all the relevant information
concerning some skill ‘without having the skill itself. and conversely,
he might be skilled without having any given piece of information
concerningthe skill in question, though it 1s unlikely he would lack
all relevant information. (P. 97;

Scheffler also differentiates between learning and teaching and the nar- |
rower concept of knowing. Unlike knowing, fearning and teaching are terms of
“active propesity”. there 1s not “knowing to.” but there s “learning to” or
“teaching to.” One learns the skills of decentoring and of understanding; one 1s
taught the appropriate time 1o say the approprnate thing.

Scheffler also disciisses skills. He believes that skills are “typically built up
through repeated trials or performance™ (p 20). He states:

the notion of profiiency or mastery seems pecuharly applicable to
skills One may attain proficiency in driving or become a master in
chess. but one cannot be descrnibed as proficient in punctaality or
honesty nor as having become a master of the habt of taking a walk
before breakfast. (P 20}

Q1
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This proficiency in skills could well be a description of what communication
competence requires. Polanyi {1958) gives a description of how skills are acquired
that is applicable to the acquisition of communication competence.

Indeed, the premises of a skill cannot be discovered focally, prior to
its performance, nor even understood if explicitly stated by others,
before we ourselves have experienced its performance, whether by
watching it or by engaging in 1t ourselves. In performing a skill we are
therefore acting on certain premises of which we are focally ignorant,
but which we know subsidiarily as part of our mastery of that skill, and
which we may get to know focilly by analyzing the way we achieve
success (0r what we believe 1o be success) in the skill in question. The
rules of success which we. thus derive can help us toimprove our skill
and to teach it 10 othcrs. (P. 162)

Skills are seen as the ability to do or 1o behave in a particular manner. Skills allow
one 1o “function” in a given situation. If these skills are in the area of
communicatior:, one should be able to infer an individual's competence in
communication from the skills manif=sted by that individual. Communication
competence is seen, then, as a set of skills that can be taught and learned. This
point has important implications for the assessment of individuals: in this
conception of communication competence, emphasis must be placed onthe
ability 10 “‘perform,” as well as on the level of cognitive knowledge.

Contextuality

We have emphasized performance as a criterion for determining the
competence of an individual. But, to examine performance, we must include a
discussion of the context in which the performance occurs, for 1t is readily
obvious that the contert surrounding a communicative event will have a bearing
on the type of communicative behavior displayed. Hymes (1971} described the
contextual nature of communication competence- -

We have then to account for the fact that a normal child acquires a

knowledge both of proper sentences and of thewr approprniate use.

He or she develops the abilities to judge when to speak, when not, and

what to talk about withwhom, in what way, and when and where. {P. 55)
The context appears to serve as & source from which the individual gathers
information to be used in the construction of communicatively competent
messages. Context can be divided into three dimensions: the verbal context, the
relationship context, and the environmental context.

s
- -
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The verbal context can be further subdivided into three types. The first can
be described as the “‘word cantext” ' —whether particular words are appropriate
in the context of oiiwer words. The second 1s the "*sentence context”—whether
words fit together in a particular order to express acomplete thought. The third is
the “topic context’ -within agiven conversation on a particular topic, there exist
a range of sentences or comments that are appropriate or inappropriate.

. The relationship context represents the adaptaton of communication
behavior to the presence of another person. Relationships involve other people,
and the ability to adapt the message and the communicative behavior to those
people is critical to communication competence. Since each relationship is,to an
extent, unique, the individual must be able to determine the :ype and style of
message appropriate in that particular relationship. The communicatively
competent person must be able to make adaptations that are appropriate to the
relationship.

The third and final context that affects communicative behavior is the
environmental context. Surroundings suggest certain types 6f behavior. For
example, the type of conversation appropriate in a church is different from that
appropriate in a bar. The communicatively competent person must be able to
make the adaptations appropriate to the surroundings. In the analysis of an
individual’s communication competence, one must take into account the
physical context of that communicative behavior.

It has been suggested that competence is related to the number of contexts
to' which an individual Fas been exposed (Allen and Brown 1976). Johnson (1974)
suggests communication competence is not an “all or nothing” capability
individuals will probably be differentially competent whendealing with different
topics, with different people. in different situations. The overall level of a persony’s
communication competence wili .ncrease as the ability to meet appropriately the
communication demands 0. more varying situations increases,

Context, then, has two influences on communication competence, First, it
influences the form of communicative behavior that will be seen as competent.
What is competent in one situation may not be seen as competent iri another,
Second. 1n assessing an individual’s communication compétence, v nould take
into account the contexts that person encounters,

Apprc:prialeness

Appropriateness may be the most-difficult issue te '.andle in the conception
of communication compétence. Since corﬁpetcnce s tied to context, what
constitutes appropriate behavior 1in a given context must be considered,
Agreement on what constitutes appropriateness may be difficult toreach. Yet the
issue cannot be ignorea. Research into communication competence (Krauss ard

Glucksberg 1969, Riccillo 1974: Wiemanr: 1976) indicates that competence is a
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socially judged phenomenon. in these studies, judges determined the degree to
which subjects’ responses met the demands of the initial message. Communica-
tion competence became an ability attributed to an individual by others. If
subjects .vere see's as responding appropriately to the message, they were judged
as having a degree of competence. “Appropriateness,” then, is a fundamental
criterion for competence. What is appropriate in a given situation is defined by a
combination of cultural norms, group norms, standards of the specific relation-
ship, and acceptable language usage. This combination usually allows a range of
appropfriate communicative behavior. The individual needs a minimal knowledge
of all the relevant norms in order to function within that range of appropriateness.

Accomplishment

The last issue to be discussed concerns accomplishment (Wiemann 1976).
Accomplishment, effectiveness, and success are terms that are often used in
conjunction with communication competence. These terms, however, describe
butcomes implying more than minimal levels of competence. For example,
Tqbbs and Moss (1974) write that communication is effective when “the stimulus
& it was initiated and intended by the sender closely cortesponds with the
stimulus as it is perceived and responde to by the receiver’ \p. 9). Bearison and
Cassel (1975) define communication effectiveness as the ability of a speaker to
meet the listener’s information needs by coordinating his or her own perspective
of the communicated topic with the perspective of the listener. The emphasis is
on accuracy and on the ability of the individual to meet the requirements of the
other person. McCroskey, Larson, and Knapp's (1971) conception of effective-
ness is quite broad:

There is a wide range of outcomes any one of which might warrant
the judgment that communication between two people has been
“effective.” In some cases communication will have been effective if
theindividuals involved have arrived ata greater mutual understand-
ing of attitudes, sentiments, opinions, etc. In other situations,
communication will-have been effective if the attitudes or beliefs of
one or both parties change as a consequence of the interpersonal
encounter. In still other situations, we are interzsted primarily in
being liked or evaluated favorably by another. (P. 15)

Effectiveness implies achievement of a goal, Communication competence may
facilitate goal attainment, but the outcome of competence is the judgment of
appropriateness. Communication competence 1s a more-basic concept, a
concept of social interaction, while effectiveriess imphes attainment of goals or

« satisfaction of needs. A competent person may or may not act effectively. An

effective person may or may not act in a competent manner—that s, in an
appropriate one. :
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“ Another term, sometimes used as a synonym for communication competence
and communication effectiveness. is interpersonal competence. Weinstein
{1969) defines interpersonal competence as the ability of a person to accomplish
interpersonal tasks. He states. “This 1s no more than saying that interpersonal
competence boils down to the ability to manipulate the responses of the other”
{(p. 755). This seems to differ from communicaion competence, agan, in
intentionality. However, Bochner and Kelly (1974) see interpersonal competence
as the ability to interact effecuvely with other people. Three criteria associated by
Bochner and Kelly with interpersonal competence are (1) the ability to formulate
and achieve objectives, {2) the ability 10 collaborate effectively with others—to be
interdependent, and (3} the ability to appropriately adapt to situational and
environmental variations. Hale and Delia (1976} state that, to be interpersonally
competent, the child must develop the social cognition skills involved in
interpreting social situations 1n order to adapt flexibly to them. Foote and Cottrel
{1953) define interpersonal competence as the abdlity of an individual 1o shape
the responses of others. Thus, interpersonal competence is quite similar to
communication effectiveness, if not indistinguishable from it.

This review of the issues surrounding the conceptualization of communica-
tion competence indicates that the concept is sull an amorphbus one, The
definiion that emerges 1s this. communication competence s the ability to
demonstrate knowledge of the communicative behavior socially appropriateina
given situation. The word "ability’™ has been used to indicate the skill or
performance necessary for communication. The word “knowledge” indicates
those residual rule patterns that are a cognitive part of a communicatively
competent person. “Communicative behawvior™ is specifically those actions that
are carried out through the use of speech. “Socially appropriate”’ implies the
explictt or implicit critenia against which a person isjudged. The “given situation”

is the context that a person’s behavior must reflect.

Dimensions of communication compete: ¢

The preceding section provided a view of how different authors have
defined communication competence. These authors have also described what
each beheves tc be the dimensions iabilities, skills, functions, aspects of
knowledge. and so on) of communication competenze In this section, several
conceptual systems are presented. along with some elaboration of the dimen-
stons that appear with the greatest frequency, ulimately pointing to what may be
the major dimensions of communication competence -

Brown and Allen (1976) p(;'mt out four features that characterize com-
munscation competence in the individual, (1) The exercise of competence
depends upon a repertoire of expentence, (2) 1t requires that the individual make
criical chosces from that repertorre, 1311t 1srevesled when sustable behaviors are
brought to bear in performing desired tasks, and (4) it is sustained when
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individuals are able to evaluate their performance objectively—thus enriching
their repertoires of experience.

Wang, in the introduction to the Language Skills Task, describes very general
aspects of verbal communication skills.

Differences found in young children’s verbal communication skills
are attributed to more than just differences in such linguisticqualities
as syntactic structure, vocabulary, and intelligibility. The differences
in communication skills are strongly influeniced by such factors asthe
child’s ability to take the listener’s role, his ability to order and classify
relevant information, the nature and amount of feedback informa-
tion supplied by the listener, and the approprateness of tha response
of the sp« ker to the feedback. (P. 1)

More specifically, Allen and Brown (1976} identified six processes that appear
to be associated with the development of communication competence” These six
are interaction strategies, role-taking, play, referential communication, reason-
ing, and perstasibility. We see the first two as being critical to the conception of
communicative competence.

Interaction strategies, also known as interaction management (Wiemann '
1976), appears to be one of the most central of the developmer*al processes.
Argyle (1969) listed two general interaction-management skills that relate to
competence: {1) the ability to establish and sustain a smooth and easy pattern of
interaction and (2) the ability to maintain control of the interaction without
dominating, to respond in accordance w.th aninternal plan, rather thansimply to
react to the other’s behavior. It is relatively apparent that social rules govern
mteracnone‘setween people. Such rules include these: (1) interruptions of the
speaker are discouraged. {2) one pérson talks at a time, (3) speakers take turns, (4)
frequent and lengthy pauses are avoided, and {5} listeners devote full attention to
the encounter (Wiemann 1976). Awareness of the social rules-under which cne
operates is essential to the competent functioning of an individual. Interaction
management is concerned with the “pracedu.al” aspects that structure and
maintain an interaction. These in:lude initiation and termination of the en-
counter, allocation of speaking turas, and control of topics discussed. Competent
interaction management is the ability to handle these procedural matters in a
manner that is satisfactory to all participants. Under! ing the forms of “appro-
priate” behavior 15 the responsibility of each person 1o confirm the other—the
ability. termed “‘facework’* by Goffman (1967). that makes a person an acceptable
participant in an encounter.

A variety of authors (Mueller 1972; Rodmick and Wood 1973; Butt1973; Fogel
1974; and Phillips, Butt. and Metzger 1974) support the conclusion that children
begin to learn these rules as they begin to learn to'talk. The learning processis, for
the most part. unconscious. Educational strategies can. perhaps. aid in the
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development of awareness of the social rules and their a;;{vopriate use in
conversation. This awarenessican be further developed into interaQion strategies
by the child. At a minimal level of competence, the child wot!d be able
adequately to conform to the social rules of a situation. At highef;levels of
competence or effectiveness, the child would be able to take an active péttinthe
outcomes of the conversation, through the manlpulat:on of intéraction stral’igles

The second of the six processes discussed by Brown is ““rale taking.” This
concept and concepts very similar to it (including empathy, decentering, ;md
social perspectiy- taking) also appear to be critical to communication compe-.

tence. Weinstein (1969) suggests that empathy is the ability to take the role of the ",
other accurately, to predict the impact of various lines of action on another »,

person’s definition of asituation. Role taking is a cognitive process in which the
individual cognizes, apprehends, and grasps certain attributes of another
individual (Flavell and others 1968). Hale and Delia (1976) see social perspective
1aking as a fundamental progression in development trom egocentrism to
pérspectivism. “When fully articulatedicognitive structures are developed, the
person is assumed to be able toshift in focus from an egocentric embeddedness
in his own point of view to a cogpnitive orientation in which diverse aspects of
objects or social situations are simultaneously taken into account” (p. 197). Flavel|
(1968) suggests that the success of a message is directly related to the Zapacity of
the speaker to understand the receiver’s point of view, or role, and to recast

_messages in light of the receiver’s role. Decentaring, as a similar concept, has

been described by Dance and Larson {1976} as the ability to view oneself as an
object, descriptively and analytically, and to see oneself from other perspectives,
Hale and Delia (1976) maintain that. in a conception of communication
competence, role taking or social perspective taking—the capacity to assume and
maintain another’s point of view-~becomes the basic toenitive process in
communication. This dimension appears to be crucial to any conception of
communication competence.

These two dimensions, interaction management and role taking, appear to
be the two dimensions most frequently discussed in the literature as being critical
to communication competence. Yet there are a variety of other dimensions
discussed by various authors. A review of these other dimensions of communica-
tion competence indicates that they can be divided into two categories.
dimensions related to the interaction process and dimensions related to .the
individual’s abilities. The first category., relating to the interaction process, can be
seen as describing outcomes or functions of the interaction process. When
competent communicative interaction occurs between two people, the outcome
can be exarmuned to determine what “‘passed between” the two individuals that
allowed each one to perceive the other as competent. An examination of the
dimensions suggested by various authors yields a hst that includes affiliation,
support, and social relaxation (Wiemann 1976} and control, information, and
feelings (Allen and Brown 1976).
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- The second category can be seen-to concentrate on the individual's ab:lmes
as a competent communicator. Here the concern is the Yetermination of the
information and skills the individual must have in ordér to function-in a .
. competent manner. Individuals who hdve examined dimensions in this category
have been interested in understanding what the commumcatcvely competent
individual brings to an encounter, rather than what 6ccurs during the encounter.
An examination of the dimensions proposed in thisarea bywvarious authorsyields
a list that includes behavioral flexibility, self-disclosure, and owning thoughtsand |
feelings (Bochner and Kelly 1974); reasoning and persuasibility (Allen and Brown
1976); and nonverbal receiving ability, linguistic competence, ard willingness to
'_cormnumcate (Backlund 1977).

Both of these categories may serve as “focal points for research and for'the .
development of educational strategies. In understanding and in helpinglocreate . *
communication competence in individuals, attention can be given to both a
categories—the functions or outcomes of the interaction process and the abilities
the individual bnngs to that process. ’

One further point deserves consideration when one selects dsrnensums of
communication competence for. classroom development; that is the generality =
or specificity of the dimensions. One might imagine axontinuum on which the
dimensions range from the very general to the very specific. The very-general
end of the continuum, for example, may.be represented by Foote and Cottrell .
(1955). Their list of the dimensions of competence includes autonomy, creativity, = - -
emgathy, health, intell.gence, and judgment. Af the other side of the continuum — - ——
are specific behavioral objectives of the type found in many performance-based
courses. o

In terms of educational applicability, both ends of this continuum deserve
consideration. The very-general characteristics maybe looked'uponas objectives
or goals for speech communication education. The very specific characteristics F
represent strategies or techniques useful in developing communication compe
tence in given situstions.

It may be helpful to review what we have discussed so far about communica-

., tion competence and to tie together the issues and dimensions. We attempted
Thst to help the reader appreciate the importance of communication compe-
tence in the develgpment of a socially functioning person. The importance of
comMunication competence cannot be overstated in ierms of effective and 7. -
successffxlJ behavior in a social environment, as well as in terms of the = -~
development and maintenance of pther basic human funcuons {mentation, ’
regulation, dsoon). - ~ -

We have chosen to define communication competedce as the abifity to
demonstrate knowledge of the communicative behavior socially appropriatein a
given situation. This definition reflects many of the key elements that constitute
the phenomenon called communication competence. “‘The ability to demon-
strate” implies a performative output thay can be examined as a set of skilis
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, demedbyﬂwhdividlmﬁmm;meinduﬁonofdaewmd“knowbdge" -
 reflects the linguistic influence from which communication competence was '
derived. In that framework, competerice is an internal state of knowledge
“augmented by performance, but the tWo maintain separate identities. The.term
“comminicative behavior” delimits the types of behavior with which we are -~
most concerned. The phrase “socially appropriate” reflects the fact that we are
concerned with adherence to some socially prescribed rules. Competence then
must be examined in terms of the particular cultural group-against which'an o
‘individual is compared. . ’ o~
The last element that is critical in distinguishing communication competence”
frum other phenomena is contextuality, the quality of being appropriate to a
given situation. With respect to situation, we have defined three contexts: the
verbal.context, the relationship context, and the environmental context, This
. element of the definition is closely related to the concept of what constitutes
-social appropriateness. Indeed, the two aspects work jointly to define the skill
and awareness that must be directed toward the social rules regulating communi-
) In order to come to a clearer understanding of the concept of communication
_ competence, we compared it with various other terms that are often associated
with it. Those terms include linguistic compatence, communication effectiveness )
or accomplishment, interpefsonal competence, and communication skills.
Communication competence is a more-encompassing term than is linguistic - ’
competence. One needs to have linguistic competence in order to have
- gommunication-competencs, but communication competence requires more
than just linguistic competence. I Tt 3: :
. Communication competence is manifested in communication skills and
. performance. Skills are developed through performance and the subsequent )
assessment of the effects of that performance. Communication competence can
be viewed as a constellation of skills. . )
. Communication competence differs from communication effectiveness in .
that the latter is concerned with particular outcomes. Competence, though
contributing to effectiveness, can be conceptualized and operationalized
without concern for outcomes sought or attained.
" Interpersonal competence places strong emphasis upon achieving some .
goal. It is generally treated as requiring intentional action. Communication
competence, again, may be used for these aims, but such aims are not essentialto ,
its definition. s o .
THe second half of this commentary was devoted to exploring the dimen-— .
sions of communication competence. These dimensions basically are the types of
skills or abilities one must have to be communicatively competent. They
included decentering or role-taking abilities, interaction-management abilities,
linguistic competence, nonverbal skills, disclosing abilities, listening abilities, and
others. The list could be extended, but there are two general categories into

-
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which such skills and abilities can be placed: interaction awareness and personal
attributes. ‘
It was suggested that the dimer.sions can be viewéd on a continuum from o~
general to specific. On the general end might be “empathy,” and on the specific
end might be “ability to paraphrase'the sentences of others.” - -
These conceptualizations are, for the most part, recent. If one examines the
- ‘ways in which various aspects of functional .communication traditionally have
 been measured, some of the more recéntly conceived dimensions are not well
represented in the assessment procedures available. The dimensions that emerge
from z review.of measures are reviewed in the following six commentaries.

[

Allen, Ronald R. and Brown, Kenrieth L. Developing Communicati n Compe-

. tence i Children. Skokie: National Textbook Company, 1976. €D 130 334]

Argyle, Michael. Social Interaction. Chicago: Aldine Atherton, 1969, - .

Argyris, Chris. “Explorations in Irnterpersonal Competence.” Journal of Applied 3
Behavioral Science (1965): 58—83. .

.. Backlund, Philip M. “Speech Communication Correlates of Perceived Com-

munication Competence.’:Doctoral dissertation, University of Denver, 1977.

“  Barker, Larry L., and Kibler, Robert J. Conceptual Froﬁ’gjggs_in Speech ngmlgfr{- P, T

: cation. New York; Speech Communicztion Association, 1969. {ED 679 795}} -

Bates, Reed. “A Stirdy in the Acquisition of Language.” Doctoral dissertatiori, ~ -
University of Texas, 19%7. o ’ C o i

Bearison, David J., and Cassel, Thomas. “Cognitive Decentration and Social

. Codes: Communication Effectiveness in Young Children from Differihg )
Family Contexts.” Developments! P ychology (1975); 29-30. of
Bochner, Arthiir, and Kelly, Clifford. ““Interpersonal Competence: Rationale,,
Philosophy, and Implementation of Conceptual Framework.” The Speech
Teacher (1974): 279-301.
Chbmsky, Noam. Aspects of a Theory of Syntax. Cambridge: MIT Press, 1965.
Dance, Frank E. X. “The Centrality of the Spoken Word.” The Central States
¢ Speech Journal (1972a); 197-201,
- “Speech Communication: The Revealing Echo.” In Ethical and Moral
Issues in. Communication, edited by Lee Thayer New York: Gordon and
8reach, 1972b. ) :
Dance, Frank E. X., and Larson, Carl. Speech Communication: ‘Conéepts and
Behaviors. Chicago: Holt, Rinehart and Winston, 1972. o
——. The Functions of Human Communication. Chicago: Holt, Rinehart and
Winston, 1976.

[ ——

26 Asséssing Functional Communiranon

30



o~

Duncan, Hugh D. Symbol  <ociety. New York: Oxford University Press, 1968.

Foote, N., and Cottrell, L. S. ldent:ty and Interpersonal Competence. Chtcago
Unnzersny of Chicago Press, 1955. - -

General Education in School and College. Cambridge: Harvard University Press,
1952. :

Hale, Claudia, and Delia, Jesse. “Cognmve Complexity and Social Perspecuve
Taking.” Co.amunication Monographs {1976): 195~203.

Hall, Gene E., and Jones, Howard L. Competency-Based Education: A Process
for the Improvement of Education. Englewood Cliffs: Prentice-Hall, 1976.

Hymes, Del. “Competence and Performance.in Linguistic Theory.”” In Language
Acquisition: Models and Methods, edited by R Huxley and E. Ingram. New
York: Academic Press, 1971,

————. “Models of the Interaction of l.anguage and Social Setting.” Journal of
Social Issues (1967): 8-28.

tllich, Ivan. The De—Schoelmg of Society. New York: Harper and Row, 1975.
(ED 061729) *

}ohnson, F. L. “Role-taking and Referential Communication Abslmes in First and

~  Third-Grade Cl.ldren Contrasted in Birth. Order Positions in the Family.”
_Doctoral dissertation, University of Minnesota, 1974.

Krauss, Robeért M., and Glucksberg, Sam. “The Development of Communication
Competence as a Function of Age. » Child Development (1969): 255~266.

Langer, Susanne. Mind: An Essay on Human Feelmg.ez\!ol 2. Baltimore: John
- Hopkins University Press, 1972.

McCroskey, James; Larson, Carl; and Knapp, Mark. An Introducnon to Imerper-
sonal Communication. Englewood Cliffs: Prentice-Hall, 1971.

Newman, John Henry. The Idea of a University. New York: The America Press,
1941.

Nicholson, John. “The Strategic Use of tanguage “A Sociolinguistic View of
- Communication Development.” Mimeographed. Los Angeles: Caluforma
State University. 197} {ED 112 636}

Oraison, Marc. Love or Constraint? New York: Paulist Press Deus Books, 1959.

Phillips, Gerald; Butt, D. E; and Metzger, Nancy. Communication in Education.
New York: Holt, Rinehart and Winston, 1974,

Polanyi, Michael. Personal Knowledge. Chicago: University of Chicago Press.
1958.

Reusch, jurgen. Disturbed Communication. New York: Norton, 1957. 7

Riccillo, Samuei. “Children’s Speech and Communicative Competence.” Doc-

" torai dissertation. University of Denver, 1974. )

Rodnick, R, and Wood, Barbara. “The Communication Strategies of Children.”
The Speech Teacher (1973); 114125,

<

31

Deftning Communication Competence 27



Scheffler, Israel. Conditions of Knowledge. Chlcago Scott, Foresman, 1965.

Sllberman, Charles. Crisis in the Classioom: The Rernaking of American
Education. New York: Random House, 1970.

Speier, M. “Some Conversational Problems for Interaction Analysis.” In Stardies
in Social Interaction, edited by D. Sudnow. New York: Free Press, 1972.

Tubbs, Stewant, and Moss, Sylvia. Human Communication: An Interpersonal
Perspective. New York: Random House, 1974

Wang, Margret; Rose, Suzanne; and Maxwell, James. “The Development of the
Language Communication Skills Task.” Pittsburgh: Learning Research and
Development Center, University of Pittsburgh, 1973. (ED 087 000] .

Ward, M. C. Them Children., New York Holt, Rinehart, and Winston. 1971,
[ED 063 434]

Weinstein, Eugene. “The Development of interpersonal Competence.’ 'InHand-
book of Socialization Theory and Research, edited by D. A. Goslin. Chicago:
Rand McNally, 1969.

Weinstein, Eugene, and Fantini, M. D., eds. Toward a Humanistic Education
An Affective Goal, New York: Praeger, 1970. )

White, Robert. “Motivation Reconsidered: The Concept of Competence.” Psy-
chological Review {1959): 297-333.

Wtemann, John. “An Experimental Investigation of Communicative Compe-
~ tence in Initial Interaciions.” Doctoral dissertation, Purdue University, 1976.

Williams, Frederick, and Naremore, Rita. “On the Functional Analysis of Social
Class leferencer in Modes of Speech.” Speech Monographs (1969): 77-102.

Wrather, Nancy. “Describing Communication Functions in a First Grade Class-
room.’ Master’s thesis, University of Texas—Austin, 1976. [ED 132 637}

e

28 Assessing Functional Commumcation

.32



Dimensions of Functional 3
w Communication:
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Language Development

The age-old nature/nurture question lingers on in the halls of academe. Are
good born or made? (Fill in the blank.) With respect to language, is the
course of an individual's language development predetermined by genetic
code? Or is the individual’s mind a blank slate upon which may be written the
learnings of the world? Skinner (1957) implies that everything interesting about
language is learned. His views maintain considerable forc?-today. Lenneberg
(1966) implies that everything interesting is innate. Whatever the outcome of this
debate (if there will be an outcomey), itis clear that we are biologically preparedto
talk, and it is also clear that a child accomplishes with relative ease the enormous
task of learning a language (Brown 1976). lncie;ed, 50 easy is it for most of us to
accomplish the task, that those who do not do so or who exhibit differences or
errors in their learning are in trouble with the rest of us.

A significant portion of the educational efforts made in United States schools
is directed to the development of the individual’s ability to use language. The
general goal of these efforts is to assist in creating an individual who fits into the
communicative community and whose language "use is appropriate tn the
expectations of others in society (Naremore 1976). The learning process that
helps accomplish this goal is less clear. The purpose of this chapter is to
summarize one point of iew in that process—to describe the relationship
between language and our conception of communication competence. The
chapter is organized im four areas: (1) perspec . eson language development and
on the functions of language, (2) the goals of language education that pertain to
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communication competence, (3) educational implications for language develop-
rﬁent, and (4) instruments relating to the linguistic aspect of communication
competence.

Language development

While the primary purpose of this book is to summarize the available

assessment procedures for various aspects of communicative behavior, we are
alo presenting a point of view that concerns the role of language in communica-
tive behavior. Before the instruments can te presented, this point of view needs
to be outlined, so the reader will have a clearer view of the use and intefpretation
of the instruments associated with language skills and behaviors, along with the
educational concepts which underlie them. To provide this framework, traditional
areas of language development and goals of language education will be
summarized.

Language development in children has traditionally been divided into four

areas: phonology, syntax, semantics, and pragmatics. Each area will be briefly
described in order to provide a background for the use of the instruments.
Phonology is the study of the sound of language. As every language has a
distinct set of phonemes, or sound units, the development of a child’s ability to
discriminate and articulate these sounds is critical 1o the development of
language. There are several ways to describe phonemes; among them are
classification by place and manner of articulation and by distinctive sound

features. Children seem to acquire the sound system by learning a system of

Q
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contrasts, beginning with the major contrast between consonants and vowels,
then proceeding through finer and finer contrasts, until they have learned to
contrast the distinctivé features of the language they are learning {Hopper and
Naremore 1973). Normally, a child is able to articulate the necessary phonemes in
the language by the time he or she reaches school age. For references in the
development of phonology. the reader is directed to Jakobson and Morris (1956),
Lewis (1963}, and Hopper and Naremore {1973}

The study of syntax is generally conceived of as the study of the structure of
the sentence. For many of the current theorses on syntax, we are indebted to the
psycholinguists, notably Noam Chomsky. As noted in chapter 2, Chomsky
distinguished between linguistic competence and linguistic performance. This
distinction has some implications for the assessment of syntactic knowledge in
children. For the average person, much of what she or he might know.about the
language is subconscious. While most people may not be able to relate the rules
of grammar, most people can distinguish between a good sentence and a bad
one. The same holds true far children. Most children, by the time they reach
school age. implicitly know a great deal about the structure of language, but they
do not realize that they know. This presents some problems, Coaxing the child to
demonstrate this knowledge can be rather frustrating. In one study, the
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experimenter asked a child of two, “What is right, ‘two shoes’ or ‘twoshoe’?” The
child answered, ““Pop goes the weasel!” (Brown and Bellugi 1964; reported in
Hopper and Narembre (1973). Wé cannot say that the child did not know the
correct form, merely that he did not demonstrate it. Much of child language
research entails trying to trick the child into showing what he or she knows.
Accurately assessing the child’s fingusstic competence can be extremely dif-
ficul. )
By the age of four or five, at the latest. the child has acquired most of the basic
principles of syntax. Recent studies (C. Chomsky 1969; Kessel 1969) indicate that
the child does not master some syntactic rules until age ter; or twelve, and 3
number of studies {Loban 1963; O'Donnell 1967; Kramer, Koff, and Luria 1972)
indicate that some people never learn all the rules of syntax, even subconsciously.
Yet Kramer, Koff, and Luria note that this seems to pose no great difficulty.
Differences in linguistic competence do not result generally in communication
difficulties, except in ipstances which call for a specifitkind of competence. They

state, “It seems to s that adult speakers have enough redundancy in their |

everyday speech to cover up a lack of linguistic cop1petence” {p. 130). This
poses an interesting question for educators concerned with a child’s ability to
communicate effectively with others. The foregGing quote suggests, and some
might argue, that the form (grammatical correctness) of a message isunimportant.

. What is important 15 that the message is received and accurately understood. The

communication of content takes precedence over form. Yet, for many people of
this culture, forin is content. That is' the way a message is said communicates as
much as what is said. For communication competence. this implies that formin
the use of language may be as important as content.

Concerning semantics, Hopper and Naremore (1973} state that “one of the
least understood aspects of children's development is how meanings cometo be
attached to language structure” (p. 51). We know litthe about the developmental
processes by which words come to have meening. According to some research,
reposted by Hopper and Naremore, word meanings appear to develop for the
child in three stages, First. single words have the meaning of entire sentences
{holophrastic utterances;. **Cookie” might mean | have 3 cookie.” “give‘me a
cookie,” “there 1s a cookie.” and so on. Second, withgrammatucal speech {about
age two or three), words have incomplete definitions. For example. a child might
know that “ball” refers to a spherical object that s thrown and may have no idea
that the word means something different inthe sentence “Cinderellawent tothe
ball” (Hopper and Naremore 1973, The'child might assume that Cinderella
approached the round object. Third, at age seven or eight, words take on adult
meanings. Semantic development, somewhat hike syntax and not at all like
phonoloty. seems never to end P -ople’s perceptions of the meanings of words
change with age. social change. and other factors. throughout the life span.

The fourth area of language deveiopment, pragmatics.is the primary focus of
this chapte .!Pragman(s. the use of language. 15 an especially importan® partof a
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child’s linguistic and communicative development. Many writers are beginning
to place much greater emphasis in education on the “use” of language rather
than on grammatical correctness. Hymes (1970) states that, * not grammar, put the

* art of speech is the core and starting Doint of the description of the place of

language in human life” (p. 7). Naremore (1976) states. “It is important to
remember that language forms, nouns and-verbs, complex sentences, phono-
logical patterns, do not exist in a vacuum. Language is a tool that we use to
communicate” {p. 21). Research also supports ine view that use is central to
language development. Bates (1967) predicted the order of acquisition of some
syntactic rules on th. basis of the complexity of the rules. The results were the
direct opposite of predictions. She concluded that the child’s progress in
language acquisition is more a result of language strategies than the rules of
grammar. This view and some of its educational implications are teken by
Williams and Naremore {1969):
2

However, much that is currently written with the orientation upon

language differences, places stress upon language form at the

expense of language function. The consequence is that compensa-

tory programs, just as in much language instruction in the elementary

school, place emphasis upon the learming of new language forms and

it is not always clear just how functionaliy relevant such forms are to

the child. (P.100)
Looking at children’s speech from this perspective requires us to ask questions
like: What is the child going to commu:nicate? How do details of linguistic and
extralinguistic codes enter into actual speaking situations? How can we examine
the development of the child’s knowledge of when and how to use language?

Researchers in speech communication and sociology have reported that
there are rules of social interaction quite similar to the rules of language. For
example, we do. not generally use “foul” language around grandmothers,
Various social situations prescribe the kind of language used. we learn the
“protocol” of various situations.

Hopper and Naremore (1973) describe the relauonship between rules of
grammar and rules of usage as being similar tothe relationship between therules
in a game of chess and the strategies that allow aperson to become a good player.
We can learn all the moves in a few minutes, but it may take years to learn to play
the game well. Similarly, a child learns most of the rules of grammar in the first few
years of life. But 1t 1s onfy after several vears of experience with various speech
situations that the child’s patterns of usage resemble those of adults. There is no
end to this learning. It continues throughout life.

Hopper and Naremore go on to say that learning to talk 1s an interplay
between learning bits of grammar and bits of appropriate usage. A child learns a
rule of grammar only when he or she finds a use for it. In this way, situational
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variables have a major impact upon the kind of language a child learns. One of
the most well knowr  velopments of this idea is found in the work of Bernstein
{1960, 1971). He has identified two basic divisions in linguistic code: restricted and
elaborated. A restricted code is described as. one in which the situational
meanings of the message remain implicit. This is an economical mode of
communication among people who share viewpoints and contexts. flaborated
codes, on the other hand, assume no context similarity but attempt to specify
clearly the context for each piece of information. The person using the
elaborated code does not assume that the listener shares the sam. context and
perception. For example. consider the following stories told by two children in
response to a series of pictures: .

1., Three boys are pl-.ying football and one kicks the bail and it gnes
through the window. The ball breaks the window and the boys are
looking at it and a man comes out and shouts at them and then that
lady looks out of her window and she tells the boys off.

2 ”.fhey’re playing football and he kicks it and it goes through there
and breaks it and they're looking at it and he comes outand shouts at
them because they have broken it so they run away-and she looks out
and then tells them off. (Bernstein 1971; p. 45) )

" It is not necessary to have the picture to'understand what the*first child is
talking about. With the second story, however, we are forced to ask such
questions as “what goes through where?” and “who's looking at what?” The
child telling this story is telling it as though the listener shared the context. The
first child establishes a shared context through language and makes the meaning
of the sfary understandable. This is an elaborated code. The second child assumes
that the listener shares the context; the meaning is particular 1o the content and,
thus, is réstricted. It is not that the two children differ in their knowledge of the
language forms; it 15 that they difier in the way they use the language. -

It is also important to note that different subcultures approach language
learning quite differently. Middle-class parents use language to instruct, to
disciplire, to maintain contact with children {Naremore 1976}. As Ward (1971)
reports, some parents take a very different approach. They may express the
attitude that children should talk oply if they are requestedto do soor only ii they
have relevant information. Parents in this type of cuiture feel no need to teach
their children to talk. As Ward states, **After all, the child will learn to talk—all
children within [the mother’s] experience have. She 15 more concerned about
overt behavior, not his speaking ability” (p. 55).

These differences in the way language 1s taught tn the home and in the way
usage is learned by children. lead to some difficulties in assessing children’s
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language. As Naremore (1976) reports:

Itwould not be at all unusual for an adult to approach a child playing
. with blocks and say “What are you doing?”’ with the full expectation
that the child would answer, If the child did not answer even after
several questions had been tried, the adult would probably assume
that a) the child couldn’t hear, b) he couldn’t speak English, c} the
child lacked normal intelligence, or d) the child was being deliberately
rude. (P. 21) “ ;

The true explanation might be.that the child and the adult simply did not share
the same assumptions about what it means when you don’tanswer questions. The
child’s failure to respond is seen as a function of inadequate environmental
stimali, inadequate language skill. or cognitive deficiency. It is seldom seen as a
function of something entirely different, a difference in mterpretation)of the
communicative demands of the situation. ’

With these four areas of language development briefly outlined, and witn
emphasis on the role of language in functional communication skills, we are
ready to move onto a brief discussion of educational goals in the area of language
development that are consistent with ourgerspective.

Goals of language education

The following examples are not meant to be exhaustive. We merely wish to
give the reader a sample of the tvpes of goals that are consistent with the point of
view we are presenting here. This list of developmental steps in.orporating
language and communicative function is abstracted from Allen ang Brown (1976,
pp. 182-185}.

Ages 3-5. The child can:
Code )
1. Produce most phonemes accurately.
2. Use morphological rules to express inflection changes.
3. Use the major transformations.
Culture
1. Respond in different manners to a vanety of verbal communication.
" 2. Identify self in communication roles
Function
. Integrate verbal and nonverbal strategies
2. Respond to persuasive probes.
3. Use opinion n conversation to support claims.
4. Communicate referentiatly with famihar objects and familiar language.
5. Use language to adapt to the hstener

-t
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. 6. “Try on” rolestosee what it would be like to be someone else in relation-
ship to another.
Ages 5~9, The child can: -
Code .
1. Use complex syntactic structure:
2. Produce all phonemes accurateyy.
3. Recognize semantic nuance, as well as denotation.
Cultyre
1. Produce bidialectical utterances, if the base dialect is nonstandard.
2. Respond to questions and answers in the classroom in ways appropriate
to the dialect of the child’s own language community. ‘
3. Respond to status and power’ relationships in the communication
situation.
Function ’
1. Demonstrate the ability to empathize, both in source and receiver roles.
2. Distinguish, when prompted, another’s point of view..
3. Select relevant communicition from irrelevant and respond to it
accurately.
4. Make abstract and concrete associations.
5. Cast self and others into appropriate interpersonal communication roles
and use those roles to further personal goals.
6. Describe; explain, and make inferences regarding unexpressed thoughts,
feelings, and intentions of others.
« 7. formulate hypotheses and explanations about concrete matters.
8. Create more-unified dramatic improvisations.
Ages 12-18. The child can:
Code
1. Evaluate emotional states on the basis of verbal and nonverbal communi-
cation.
Culture
1. Assume a vanety of communication roles in his or her peer culture of the
language community . .
2. Read social-class differences from the nonverbal and verbal co"nmum-
cation of others.
Function
1. Analyze persuasive messages in reiation to their source.
2. Evaluate a message critically.
3. Play a vaniety of communication roles. histener, interlocutor, responder,
and so on.
4. Select and describe the relevant attributes of a phenomenon or objectin
such a way as to facilitate understanding or choices for uthers.
5. Respond to the needs of a hstener, in order to make a message
comprehensible

L
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6. Provide feedback.and adjust messages to the feedback of others.
7. Predict the potential effectiveness of messages.
8. Provide alternative encodings.

9. Conceptualize one’s own thoughts and the thoughts of others.
10. Reason abstractly.

i

The foregoing are linguistic functions that students in the indicated age
ranges could reasonably be expected to perform. With this sample of goals in
mind, we can turn to some educational implications of this point of view.

Educational implications

In discussing educauonal implications, some assumptions that might guide
communicative educators need to be identified. The following are abstracted
from Allen and Brown (1976; pp. 241-251).

- 2 ) .

1. Communication educators are orimarily interested in the prag-
matics of communication. As educators, our major concern is with
the development of the child as a message strategist. Thjs is not to
suggest that syntax. semantics. and sound production are not
important or essential 1o the practical use of language. Rather, the
child’s acquisition of the rules, norms. and conventions of how
language is used may not be ignored or relegatedto asmall corner of
the curriculum.

2. Communication competence is not tied to competence in a
particular form of l.nguage. Children must learn 1o master rules for
corhmunicating with people who are important to them, and this
mastery does not hinge on any particular form of language.

3. Communication behaviors of children can be modified by training
and by education.

s 4. Communication educators should be child centered in their
educational perspectives. Rather than asking the general question
“What should we teach in our classrooms?” one might ask “What
does this student need to learn, in order to function more effective-
ly?” Communication instruction should be addressed to the every-
day communication needs of the child.

5. Communication instruction should emphasize the nteractive
nature of communication., Children must develop a sense of the
behaviors that are appropnate to a mynad of communication
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situati®ns. involving a variety of other people. Thé cultivation of a
“sense of appropriateness’—an awareness of appropriate behavior
for the self and others—is critical to communication education.

These assumptions make it relatively clear that tne focys of language-
development education should emphasize not only correct or “standard”
language performance but also the use of language in various communication
situations. We are concerned with developing communication skills in the
student so that he or she may be able to choose the appropriate communicative
behavior in a given situation and “may -exhibit that behavior in an effective
manner. T .

We are not arguing against the inclusicn of “grammar” in a language
program. But there is evidence {Cazden 1972; Naremore 1976) to indicate that
conscious, overt instruction is not necessarily useful in helping a child attain a
oasic knowledge of grammar (or of phonology, svntax, or semantics). We do not
know enough to design such programs intelligently, and, given the present state
of knowledge, such programs may actuzlly prove harmful (Cazden 1972). We
would suggest, howevér, that, in our language arts programs, form might follow
function. That is, by clearly tying knowledge of language form to specific
language function, the student might understand more clearly the reason for
knowing the language form:. The student’s linguistic competence would develop
through expanded experience with linguistic performance, and not vice versa.
The focus on functional competence would help language education to ‘“make
sense’’ to the student.

One of the most-crucial points here for educational purposes concerns
children who have come from very different environments. These children have
been exposed to different ki Js of communication situations and to different sets
of expectations for what is appropriate communicative behavior. For some
children, the family no:ms and the norms of society coincide, thus reinfoicing
each other. For other children. the norms of the family will be different from
those of mainstream culture., These childrer are most like'y to encounter
communication problems in schools {Naremore 1976). We have 1o ask, “What are
the implications of the fact th. - different groups in society have different notions
of communication competence?” Vanation in language use is a fact of life in
United States society. This fact imposes a pressing demand on the educational
system.

As every communication interaction occurs within a particular setting, we
cannot neglect the influence of the contextin developing educational strategies.
A number of researchers (Hymes 1967a; Labov 1972; Cazden 1570) have noted
that social situations influence both | w a child demonstrates language
knowledge on any occasion . 1d how a child learmt to speak in general. The
situation, to an extent, dictates which communication patterns are appropriate. if
a child who has learned a rzricular style of communicating isto change his or* er

41

Dimnensions of Funcional Commumication 37




Aruitoxt provided by Eic:

ERIC

i
ways of using the language, then the language and communicatuon patterns must
become objects of awareness. The context can be analyzed to determine the
contextually appropriate communication pattern. Ed 1 stiopal strategies might
move in the direction of comparative communication patterns for various
situations. These efforts would help the student to select, implement, and
evaluate communication resources for appropriate use in a given situation.

We know that patterns of language use are part of a complex system of
cultural expectations, commur“cation situations, and social roles. It is no easy
task to help a child use language more effectively. It may be that educational
instrugtion, as practiced now, cannot successfully intervene in this complex set of
systems. It may be that, if we want to change the way a child uses language, we
must either remove the child from the environment that gave rise to those
language patterns or cause the child to want to leave that environment. This, of
course, dogs not mean that nothmg can be done to change a child’s language
behavior. Jt simply means that the changes we attempt should grow from a
strategy npore carefully reasoned than are most of the strategies we employ
pfesently;" Naremore writes: -

What it does mean is that our approach should be directed toward
helping children (and ourselves) to see the relation between lan-
guage and the situation in which it is used, and helping children
understand that concept of “appro, ness’”’ may be culturally
bound, even if the concept of “correc 5" is not. (P. 33)

Assessing language communication development

There are a variety of instrument summaries included in part Ii of this volume
that assess various aspects of language development a. it relates to communica-
tive behavior. The instruments are focused primarily, though not exclusively, on
language use. For a more-complete description of assessment instruments for all
areas of language, the reader is referred to William T. Fagan, Charles R. Cooper,
and Julie M. Jensen, Measures for Research and Evaluation in the English
Language Arts {1975). -

The instruments in part || can be divided into three general classifications. (1)
There is a variety of instruments that attempt to assess the development of
language knowledge. Most of these instruments allow an individual child’s score
to be compared with norms obtained from samples or inferred from prior
research. This comparison allows the examiner to determine whether or not a
chilg is developing “normally”" in a variety of aspects of language knowledge.
These instruments include the Verbal Language Development Scale; the Utah
Test of Language Development, revised edition; the Language Ability Test; the
Hiinois Test of Psycholinguistic Ability; the Infant Adaptation Scale; the Houston
Test of Language )evelopment; the Communication Evaluation Cl.art from

38 Assessing Functional Commumicanon

4-.2E'



Infancy to Five Years; the Metropolnan Readiness Test; and the Basic Concept
Inventory. (2) There is also a varlety of instruments that concentrate more on the
development of specific language skills and their use in specific situations. These
instruments concentrate on the ability of the child to use the language appro-
priately; they include the Children’s Language Assessment Situational Tasks,
Clozentropy English Language Proficiency, the Language Corfimunication Skills
Task, the Test of Linguistic Ambiguity, and the Vance Language Skills Test. (3) Two -
instruments included in part Il assess language comprehension exclusively. One -
advantage of these instruments is that they do not reqire well-developed™
expressive abilities in the child. All the child must be able to do is to point at the

correct response. These tests are usefyl in assessing the knowledge of children °
who-have expression difficulties. Instruments in this area include the Peabody -

" Picture Vocabulary Test and the Assessment of Children’s Language Comprehen-

sion.

~The instruments.are also.divided by age group. The reader is referred to the

grid presented at the beginning of part II. T

y
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Interpersonal Competence
In chapter two, we briefly Cifferentiated effectiveness, appropriateness, and

interpersonal competence from communication competence. This was done in
order tc ¢.ovide a clearer conceptualization of communication competence.
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Our attention now turns to examining these three concepts in terms of whatthey
may contribute to our understanding of communication competence. Of the _
three, interpersonal competence is the most encompassing; it requires appropri-
ate behavior, and it is assessed in terms of personal efféctiveness. The relation-
ship between interpersonal competence and communication competence is
central to our concerns. laterpersonal competence requires communication
competence; it includes a wider variety of skills that are directly attributable to
the existence of communication competence. Communication competence -
provides tools that the individual can develop toward particular ends, and those
ends are internersonal competence.

in chapter two we réviewed some of the definitions of interpersonal
competence. At this time, we will examine in more detail how it has been
conceptualized and the types of sills that are included within its framework. -

Interpersonal competence is sometimes referred to as social competence. -
The two terms are often used interchangeably beciuse both of- them-deseribe~—— """
- —competenceimimeraciion with h the environment or, more specifically, with other
members of society. Because of the importance of being ablé to relate to one’s
environment in arv effective manner, interpersonal competence has received
attention as a basic educational goal. Bochner and Kelly (1974) have developed a
conceptual framework to which they have applied an instructional strategy for
the improvement of interpersonal coimpetence. This strategy is based upon two
key assumptions:

G 1. Every human being is motivatea to interact effectively with the
environment; the drive to be interpersonally competent is the drive
to influence one’s world. (P. 286)

2. Individuals are not effective at birth; social effectivenessis learned
throughout life. (P. 268)

From these assumptions, Bochner and Kelly identified the skills that
contribute to an individual’s interpersonal competence. Those skills include
empathic communication, descriptiveness (“the manner in which learners give
and receive feedback”’; p. 290), owning feelings and thoughts, self-disclosure,
and behavioral flexibility (“an individuai’s capacity to relate in new ways when
necessary’’; p. 291).

Chris Argyris (1965a, 1965b, 1965¢) has developed interpersonal “levels” .
composed of categories and norms that are very similar to Bochner and Kelly's
interpersonal-competence skills. The following table presents these two levels:
level one is individual or interpersonal aspects: level two is social or cultural
aspects—the norms. ;
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— & of behavior related to organizational effectiveness

+

< 7T 7' LEVEL ONE LEVEL TWO

Individual * truerpersonal Norms Outputs
Experimenting i Helpothersto 1 Trust 12
f  experiment f fa
Mus  Openness i Helpothersto 1 Concern 1 ol Effectiveness
o f Leopen f f Ziincreased
Owning i Helpothersto 1 Individualty + 2
f own f f z
Lero o
Not owning i Not help others. . -Conformity :;?
S A A Y f f z
Minas Lacking i Not help others 1 Antagonism i 2| Effectiveness
openness f  tobe open f f Zjdecreased
Rejecting i Nothelp others i Mistrust 13
expefimentation f  to experiment f f = - -

SOURCE: Adapted fre.n Chris Argyr (17%65a: p. 60).

For each category, Argyris assumes an emotional, or feeling, component (f)
and an ideational component {i). Using this system. he developed a scale for
observers to use for sc-oring the interpersonally competent behavior of individu-
als in a group setting.

Weinstein (1975} draws from the two apprcaches of the interactionists in
establishing a framework for interpersonal competence. One approach focuses
upon “the goals and sees interaction as the exchange of rewards and costs”
{p. 754). The concern seems to be with effectiveness. ' The second approach is not
so much concerned with the purposes of participants in interaction as it is with
the character of interchange between the actors and the episode of interactionn
which they are engaged” (p. 754). His framework includes elements of both
approaches, with a stronger inclination toward the latter.

The following is a condensation of the concepts constituting his framework:,

Interpersonal task: that response or set of responses that the

individual is attempting to elicit from an alter ego. It1s assumed that in”
a given encounter, an actor has a set of interpersonal tasks, each

having a theoretically specifiable reward value.

Interpersonal competence: the ability to accomplish interpersonal

tasks. This is no more than saying that interpersonal competence

boils down to the ability to manipulate others' responses.
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Lines of actiorr;, those activities of ego. directed toward an alter ego’s
perception, designed to ehcit the 1ask response from the alter ego.
While a good many of the things we do to affect the behavior of
others may be the result of rational reflection, we rmay be unaware of
many of the tactics we use. Nor are we necessarily aware of the
interpersonal tasks our behavior serves.

Encounter: any contact between persons involving an interpersonal
task on the part of at least one participant.

Situation: “all stimuli present in an encounter, at 2ny given time, that
are potentially meaningiul (that is, possess symbolic content) for one
or more of the participants.

Defining the situation: the process of selecting and organizing
stimuli in the situation into a coherent whole.

Besides these concepts, Weinstein also deals with the projected definition of the
situation, the working consensus, the situational idenuty, and identity bargaining. He
describes the development of a repertorre of tactics that he feels are essential to
controlling the responses ot others and, theretore, essential to interpersonal
competence. He ties these elements together in his conclusion:

Socialization for competence may be amisnomer. Specific trainingin
role acquisition of norms and in learning to take the role of others is
often directed at enabling the child to behav e appropriately, and not
necessarily effectuvely. (P, 773}
john Wiemann (1976) developed a model of communication competence
that. by our def.nitions. is really a description of the communication involved in
interpersonal competence. He described the competent interactant :;s ’

other oniented to the extent that he is open (available) to receive
messages from others, does not provoke anxiety in others by
exhibiting anxiety himseif. 1s empathic. has a large enough repertorre
1o allow him to meet the demands of changing situations. and. finally,
15 supportive of the faces of his fellow interactants present. (P. 7)

Later, he descnbed the communicatively competent individual in terms of
accomphishing her or his own interpersonal goals.. which seems to be a
description of what we have alled effectiveness Wiemann 1dentified five
dimensions of communication competence  affiliation support, social relaxa-
uon. empathy. behavioral flexibility. and interaction-management skills. These
dimer:inns reflect the types of skills dese sibed by Bochner andKelly. Argyris, and
Weitemn,
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Wiemannisees interaction management as the central dimension of com-
munication competence. Interaction management includes “initiation and
termination of encounter, the allocation of speaking turns, and control of topics
discussed” {p. 9-10). He describes interaction-management skills as fundamental

- to the performance of behaviors specified by the interaction rules of a culture.

Underlying interaction management are the rules that govern face-to-face
encounters. These rules, like the kines of action of Weinstein, are concerned with
“how a person comports himself {demeanor) and how he deals with (i.e. the
regard he shows) others (deference)” (Wiemann 1976; p. 10).

Foote and Cottrell (1955} examined interpersonal competence in terms of
the skills or abilities underlying the power to manipulate others’ responses. These
skills are based upon :n analysis of the type of personality that might develep as
interpersonally competent. Following this logic they identified the constituent
dimensions: autonomy, creativity, empathy, health, intelligence, and judgment.
Though some of these seem to be far removed from our interest in communica-
tion, several of the dimensions presented are relevant—notably empathy.

Interpersonal competence has been conceptualized in terms ot success,
accomglishment, and effectiveness. But how is effectiveness assessed, and what is
considered effective? A person can be effective without being appropriate. One
might not abide by the socially prescribed rules of interaction but still may
achievél the goa!l and get the message across. Likewise, one could behave
appropnately without achieving personal goals.

Effectiveness can be examined from the perspective of the speaker, the
listener, or an observer. from the speaker’s perspective, effectiveness is the
degree to which his or her goals ire attained. From the listener’s perspective,
effectiveness is the degree of accuracy of understanding the speaker’s intended
message. from an observer’s perspective, effectiveness could be accuracy,
attraction, influence, or any other critenion. McCroskey, Larson. and Knapp
{1971) explain three possible outcomes

In some cases communication will have been effecuve if the
individuals involved have arnived at a greater mutual understanding
of attitudes, sentiments, opinions. etc In other situs.ons, com-
munication will have been effective if the atutudes or beliefs of one
or both partues change as a consequence of the interpersonal
encounter In stll other situations, we are interested primanilv in
being liked or evaluated favorablv by another (P 15)

Often the conceptualization of ettectiveness 1s tied directly to the way 1n
which itis o be measured Ftfectineness then hecomes defined in terms of some
criteria by which behavior is being evaluated Carkhuff (1969) defined effective-
ness 1N a counseling situation i terms ot how well o person fulfilled the eight
crteria Carkhuff established Gaftin and Patton (19715 presented eight sugges-
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tions by which effectiveness could be attained. These are, in essence, criteria by
which effectiveness 1s defined. ;ain (1973) defined ettoctiveness for hospital
supervisors’ communication in terms of five indices. These indices generally were
concerned with the amount and accuracy of knowledge or information the
subordinates received. Thus, because communication effectiveness is concep-
tualized in many different ways, the definition of communication effectivenessis
frequently an operational one.

With respect to interpersonal competence and the related concepts
appropriateness and effectiveness, there is considerable potential for confusion
in the movement from theoretical definitions to operational ones. For this
reason, it is important to be familiar with the theoretical base of the instrument
you choose. If you choose a particular form for analyzing communication
effectiveness, you accept the theoretical dimension that instrument represents. If
you don't believe that “willingness to disclose” js an important dimension of
communication effectiveness, then Carkhuff's rating scales will not be appro-
priate to your itnerests. Measures of appropriateness are even more subject to
theoretical operational confusion because the assumptions on which these types
of measures are based are fairly subjective. Several of the measures reviewed later
(Sentence Completion Form, Nonverbal Measure of Children’s Frustration
Response, and Situational Exercises) grow from an assumption concerning the
undesirability of aggressive behavior. To the extent that this assumption is
consistent with your own conceptualization of communication appropriateness,
you may wish to examine these measures.

Appropriateness, as we mentioned i1 chapter 2, is tied to three contexts: the
verbal context, the relationship context. and the environmental context.
Assessment procedures are usually directed toward one of these contexts. Thus,
you must consider what context you want to assess and determine which
instrument assesses that context.

Two forms of interaction analysis of interpersonal competence are the
Modes of Speech Continuum and the Social Competence Scale. The former
evaluates children’s responses to specific probes. The responses are evaluated in
terms of seven functional uses, each representing a higher degree of sophistication
on the part of the user. These seven functional use< are contactual, conversa-
tional, descriptive. directive, explanative, narrative, and persuasive. These
represent the repertoire of responses that the interpersonally competent child is
expected to exhibit. .

The Social Competence Scale was developed to distinguish “normal” from
“emotionally disturbed™ children. Interest/pa.ticipation versus zpathy/with-
drawal and cooperation/comphance versus anger/defiance are the two continua
used for the analysis. The theoretical base places more weight upon appropriateness-.
versus-effcctiveness as the root of interpersonal competence.

The interpersonal Competence Scoring System and the Palo Alto Grotp
Th..apy Scale are adult versions of attempts to analyze the communicative
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competence of indniduals. Both focus on an indnidual’s behavior i a group
setting They are. therefore, contextudlly bound, and the assessments made may
be limited in their generahzability to other situations

The Social Adjustment Behavior Rating Scale makes a turther evaluative
statement about the adequacy ot the social interaction demonstrated by an
individual. The scale was developed as a hinscal diagnostic instrument Itincdludes
the thecretical assumption that an extremely low interaction s unhealthy or
abnormal, and it involves ratings by professional chnicans of a subject’s
interaction.

Carkhuff's Rating Scale and the Communication Rating Scale also evaitate an
indwvidual's interaction behavior from theoretical perspectives associated with a
counsehing context. The Carkhutf scales have been widely used. probably
because the theoretical base underhing the measure 1 so well established and
fits interpersonal communication contexts other than counseling.

The Purdue Basic Oral Communication Evaluation Form was developed 10
assess a subject’s communication etfectiveness. predominantly for business or
organizational settings  This instrument uses an interyiew situation to wiach 3 set
of criteria are apphed by aninterviener in evaluating the subject’s commumica-
tive behavior. intervien er ratings on this s ale differentiate between successful
and less-successful supervisors. which tends to reinforce the relationship
between goal achievement and communicatne effectiveness,

The Interpersonal Checklist and the Biographical Surves 1l Scale are self-
report instruments designed i . valuate personahty 10 terms of those attnbutes
that are contributory to interpersonal competence The checklistseeksaperson’s
evaluation of self. and the pervon’s evalugtion of target persons. in terms of erght
pairs of variables: biunt aggressine, compeutne exploitive. managenal/auto-
cratic, responsible‘overgenerous. cooperatne overcomentional. docile/depen-
dent. modest self-effacing. and skepticai distrustiul Derned from the theories of
Timothy Leary, the vaniable encompass many of the elements we discussed with
respect to the conceptuahizations of interpersonal competence.

The Biographical Suney operationghzes soaal competence 1n terms of
demographic information about the subrect 1t contains many assumptions about
what 15 soqally desirable and what contnbutes to interpersonal ¢competence
Information recorded on this indtrumentindiudes particpation in organizing and
directing group actinvaitios, histon ot trequent and positne sodal interacion with
both sexes, and ability to disapline aneselt

The Personal Onentaton Inventoeny and the Interpersonal Communication
Inventony indude self-report measures of success i qatrving on interpersonal
relationships The Personal Onientation "myentory has o subscale that s aimed at
determining the  capacity tor mtimate contact 7 1twas developed from theories
of self-actualization. mosdt ot which dewnbe selt-gctuahization as related to
interpersonal competence
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The Interpersondl Communicaton Inventory includes nems about the
ability 1o Iisten. to understand. to empathize, to handle angry teelings. and to
express onself. as well as conversational attributes.

From this review. two cautions should be apparent. First. ot 1s important to
bear in mind the target group for which the instrument was designed. Second.,
espeaially for measures of competence and of appropnateness, one must bear in
mind the tme at which the measure was designed and tested. Since we are
concerned with social appropriateness and soual competence, we are dealing
with concepts that derive their very nature from the social norms of the day. Thus.
what may have been an appropriate behavior when the test was constructed may
not be at the time vou use it The tnstruments we have included that deal with
children’s interpersonal competence are from a post-1970 penod and should be
iree of this problem. but those tor adults date back fitteen vears and should be
examined more carefully.

The three sets of measures we have (overed here appropriateness.
effectiveness. and interpersonal competence, were placed together because of
thewr simular dernation trom social and cultural standards In addiuon, the
techniques of assessment and the operational defimmions of the three were found
to exhibit constderable similarity. Porhaps more than any other dimension of
functional communication. interpersonal competence requires special attention
to the wayv 1 which a particular instrument assesses s specific concepts.

References

Argvris, Chris, “Exploritions i Interpersonal Competence -1 Journal of Ap-
plied Behovioral Scrence £1965). 58-83

Argviis, Chrs “Explorations in Interpersonal Competence=11 " Journal of
Applied Behavioral Saence 11965 255269,

Bochner. A P.and Kellv. C.W  Interpersonal Competence: Rationale, Philoso-
phy. and Implementation of a Conceptuatbramework ™ The Speech Teacher
(1974 279-301

foote N, and Cottrell | S Identity and Interpersanal Competence, Chicago:
Unnversity of Chicago Press 1955

MoGroskes, t CL Larson. C | Loand knagss M L An Introduction to Interper-
ongl Cotnmunication Englewood Chtts Prentice-Hall, 1971

Riccitls & Children's Speech and Communmication Competence © Doctoreal
dissertaon, U nnerany of Demver, 1974

Weinsten: T A 'The Development ot intetpensonal Competence  In Handbook
ot Socializauon Theors and Research, edied by DA Goshin Chicago: Rand
McNallh 1969

Wiemann. ) An Expenmenial lnvesigaton ot Commuricative Competence in

Initial Interscions odtorg! dissertation Purtdue University, 1976

91

Prroa niea s ood Feane o] O avnisviine stiotd i



Q

ERIC

Aruitoxt provided by Eic:

Listening

‘The communication process, and a person’s ability to use that process, can be

examined from a wide variety of perspectives. A large percentage of those
perspectives, including a majority of the dimensions discussed in this volume, are
directed to the expressive abilities of the individual. Yet we also need to examine
the individual as a receiver of messages. The individual’s receptive abilities,
abilities to gather information from the environment and from otherpe¢ ople, are
asignificantfactor in that individual’s ability toact in acompetentcommunicative
manner.,

Indeed, a number of writers argue that the act of communication begins with
this ability to gather information. Dance and Larson (1972) describe communica-
tion as occurring when an organism “acts upon information” (p. 11). Any
individual is surrounded by a great variety of sumuli, and the individual’s ability to
select certain of those stimuli to use as information is critical to survival. As the
individual does this, it can be said that the organism is communicating with its
environment. Thayer (#968) discusses communication as occurring when the
individual “takes something into account.” He further divides this into two
aspects: the individual’s ability to take something into account and susceptibility
to taking something into account. Thus he is concerned with the conscious ability
to take something into account and with what the individual is likely to take into
account. From this perspective, we might say that communication between
people does not take place until reception occurs, untilthe receiver attends to, or
acts on, information. Such a perspective implies that the individual’s ability to act
competently in the environment is highly dependent upon the ability to acquire
the necessary information about that environment.

The purpose of this chapter is to examine one part of the information-
acquisition process, the process of listening. We will examine the relationship
between listening and functional communication competence. To accomplish
this, the chapter will be divided into five parts: (1) a description of the process of
listening, (2) a description of the levels and types of listening, (3) a description of
commonly identified barriers to functional listening, (4) a description of
commonly identified attributes of an effective listener, and {5) issues surrounding
the assessment of listening.

Description oi listening process

Before discussing the types and levels of liscening, some points may be raised
concerning the importance of listening in everyday interaction and of some of
the factors that influence that interaction. These points include listening as a
communication event, the effect of listening on interaction, the selectivity and
purposiveness of listening, and the interpretive quality of listening. A discussion
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of these points may help us obtain a clearer picture of the role of listening in the
functional communication process.,

Listening as a significant communicative event As was indicated 1n the
introduction to this chapter, information reception and acquisition appears to
form a significant part of the communication process. Listening, as part of that
process, plays an important role in the acquisition of information that subse-
quently allows for functional and appropriate communicative interaction.
indeed, some researchers estimate that we spend more time engaged in listening
than in any other communication event. Estimates of our time that is spent in
listening range from forty-two percent to sixty-five percent. The point appears to
be that we spend a considerable amount of time in receiving messages rather
than producing them. Thus, as Barker (1971) claims, listening may be the most-
important communicative activity we engage in. As such, 1t apparently needs to
occupy a central place in any consideration of communication competence.

Listening as affecting interaction. If listening seems to occupy such a large
percentage of our communication time, we may surmise that it has a propor-
tionate effect on interaction This effect may be examined from a number of
points. One point appears to be that the fistener has atleast as much control over
the success of message transfer between people as does the sender. One person
can talk to another person, but, untl that second person attends to the first
person, little in terms of competent communication will occur. This listener
contnbutes to and. to an extent, controls the communication process. If we
accept this as true, then competent communication can be seen as a mutual
process, engaged in by both the sender and the receiver, who share the
responsibility for the creation of me: ning in the interaction. A second point, an
extension of the first, stems from the belief expressed in encounter and
interpersonal literature (Egan 1970) that the way in which a person listens to
another will govern the type of relationship that will develop between the
listener and the speaker. A person who listens closely, attentively, and suppor-
tively to someone wil! develop « much different relationship with that person
than will someone wno listens in a superficial. closed. or critical manner. Such a
view of histening places a great deal of emphasis on the amount of influence the
process of listening exersts on everyday communicative interaction.

Listerung as ierpretive The histener cannot be looked on as a passive
recewver of words. The listener actively interpretswords on the basis of his or her
own mental processes. goals, and needs This process may be likened to a filter.
The listener hears the words but “’filters” them through her or his own cognitive
processes. A number of vaniables make up this filter One of the most pervasive is
the language itself. For accurate interpretation to take place, there must be a
common language between the speaker and hstener The speaker uses the
language as he or she understands it, but there can be an exchange of meaning
only if the listener understands the language i a similar manner One may
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observe countless examples of individuals who hear thewords of another person
but interpret them in a manner quite different from the way the spcaker
intended. Accurate, functional listening depends, to an extent, on the degree to
which the communicators share a system of symbols. Another aspect of the
interpretive process of listening is the verba! mentai structure of the listener. A
number of writers (such as Kelly *963; Burke 1963) discuss the veibal mental
structure of an individual and how this structure may influence the way 1n which
the listener will interpret the message received. This process, as Burke says, is
both a selection and a deflection of reality. Th< fact that the listener interprets
what is heard serves as an aid to the listener and as a very real, potential barrier to
accurate and competent communication.

Listening as selective. If listening is interpretive. then it can also be seen as
selective. To support this point, we tirst may make adistinction between listening
and hearing. Hezring can be described as a basic physiological function through
which the ear senses waves of pressure in the air and perceives them as sound.
Listening is generally considered to be an active process. by which the individual
selects a portion of the avallable sounds 1o which to attend. The listener’s
selection-is purposeful. The more clear or important is the listener’s purpose, the
higher the level of attention. Ittleson and Contrl (1967) state, “There is no
attention without intention” (p. 213). The point here 1s that histening is an active
process, a process that is, in part. controlled by the listener on the basis of what
the listener needs or requires in the situation. We may make the importantnote
that listening can be seen as a skill or an ability rather than a sense. As a skill, it can
be learned. To understand the skill of listening, we need to understand the
selection process involved. It appears to be influenced by the mental makeup of
the listener, his or her openness. view of the importance of the information
{providing rewards. reducing dissonanc ¢, and so oni. and opinion of the speaker

Types of listening

The preceding points can be seen asintroducing the distinctions that need to
be made among the levels and types of istening These distinctions will allow s
to describe the listentny, process in more detail and to point out areas of
educational implications. The types of listening that will be described include
acuve/passive. social/serious. cntical and discriminating. total histening, and
mner listening,

Active,/Passive. The distinction between the first two types of listening, actsve
and passive, 15 similar 10 the distinction between heaning and listeing. Barabara
{(1957) differentiated between active and passne listening in the following
manner:

In the former, the individual listens with more or less his total self—
including his speciat senses, attitudes, beliefs. feelings, and intuitions
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1n the latéer, the listener becomes mainly an organ for the passive
reception of sound, with little self perception, personal involvement,
gestalt discrimination, or active curiosity.

Barker (1971) saw active listening as involving the total organism, including all .
the senses, in an effort to gain the maximum amount of information. Rogers
(1951, 1961} discusses active listening as an essential ability for therapists. The
active listener tries to gather as much information as possible in a particular
setting. This can be contrasted with the passive listener, who is merely receiving
sounds with little recognition or involvement, who simply happens tc be present
when someone else is talking.

Social/Serious. A second major distinction can be made between social - -

hstening and serious listening. Social hst -~ing can be described generally as
taking place in a context designated for enjoyment. such as a party. Barker (1971)
listed four subtypes of social listening. First, appreciative listening is nonconver-
sational liste- ing, such as listening to a play, a concert, a poem read aloud, or a
television ,.ro . Second, conversational listening involves the two-way
process of cor. . .cation in informal social settings. Third, courteous list2ning
involves conversation but is generally practiced in communication settings in
which the listener serves primarily as a listener. (Being a courteous listener is
difficult, inasmuch as the listencr may be interested in presenting his or her own
point of view.) In caL rteous listening, such as 1s needed whentrying to counsel a
friend or serv'- . ounding board for ideas, one is expected to devote
attention to « - «r and to provide feedback. =ourth, Irstening to indicate
respect or love nvolves listening to confirm, to rscognize the worth of the
speaker, and to support that worth: A parent may take the time to listen to
something a ct. J says that is poi” |mportant to the pareat, but that is very
important to the child. Thege four divisions, for Barker, make up the different
lat 5l of social listening. .

Serious listening, on the other hand. 1s oriented toward learning and toward
gathering crucial information (Homer 1973). Four dimensions of serious Vstening
are select.ve listening, concentrated listening, critical listening, and discriminating
listening. Selective listening involves histening only to segments of = message, By
listening selectively, a person can “tune out™” useless information. The danger
here 1s, however, that the histener will miss something impanant. Concentrated
listening, on the other hand, involves listening to the entire message and
attempting to comprehend all of its aspects. The listener’s response tc e
speaker may be to internalize the message and to classify and store it .ormation
according to needs and percerved purposes.

Critical listening has been described by Barker as

+ histening 1n which the message recever attempts to analyze the
evidence or deas presented by the specker and make critical | .

95

Dimensions of Functional Commtmication 51

2




3

Q

ERIC

PAruitext provided by enic JREd

judgments about the validity and quality of materials presented.
Critical listening involves a variety of skil's, such as distinguishing
between fact and opinion, distinguishing between emotional and
logical arguments, detecting bias and prejudice, etc. (P. 12)

Critical listening, then, is responding to a message in an evaluative manner. The
listener makes judgments about the message and,the speaker, concentrating
upon specific attributes and choosing what to discard and what to retain (Keltner
1970). This act of concentrating on a message could be regarded as an effort to
hear beyond the superficial level of talk, to infer through the words the inner
meaning of the speaker (Homer 1973). The critical listener concentrates on
understanding and evaluating the message.

Discriminating listening is listening for the purpose cf understanding and
remembering. This type of listening involves such skills as understanding the
meaning of words from their context, understanding the relationship of details to
the main point, listening for details, listening to a question with intent to answer,
and so on. Discriminating listening is divided into four levels. (1) Attentive
listening, in which the primary goal is to attend to a message, (2) retentive
listening, in which the intent is to comprehend and reinerber the message Leing
presented, (3) reflective listening, in which the intent is not only to retain the
informatiot, but to evaluate it, and (4) reactive listening, in which the intent is to
give verbal and nonverbal feedback to the sheaker, indicating an evaluation of,
or a response to, the message.

Total or holistic listening. Total or holistic listening concentrates on under-
standing the speaker (Barvara 1966; Hamachek 1971j. Egan (1970) states, ‘For our
purposes, total listening means becoming aware of all the cues that the other
emits, and this implies an openness to the totality of the communication of the
other” (p. 248). For Egan, listening is not limited to hearing:

One does not listen with just his ears, he listens with his eyes and with
his sense of touch, he listens by becoming aware of the feelings and
emotions that arise within himself because of his contactwith others,
he listens with his mind. his heart, and his imagination. He listens to
the words of others, but he also listens to the messages that are buried
in the words or encoded in all the cues that surround the words.
(P. 248)

The listener that applies total listening accepts the speaker and seeks to know him ™~~~

or her on a deeper level, to becorne involved with the speaker’s inner thoughts
anu being. The listeher does this without condemning or praising (Rogers 1967a).
The total listener, in contrast to the critical listener, seeks to fully understand the
speaker in a nonevaluative manner.while the critical listener isone who attempts
to concentrate on a critical evaluation of the message

v
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The difficulties of defining listening become obvious in this discussion of
total listening. It might be argued that total listening is snore than “listening,”
since the receiver is responding to nonvocal cues, as well as vocal ones. To accept
the previous definition of total listening, one wouk. have to expand the concept
of listening to include the reception of all data through all the senses, not merely
through the ears. In terms of communication competence, this conception of
listening may be appropriate. In order to act competently, an individual must be
able to respond to many cues beyond the verbal-vocal ones. This point will be
dealt with at greater length when we discuss the issues that surround the concept
of listening. .

Inner listening. Inner listening can be described as the ability to listen to
orself, 10 be'aware of the messages arising internally. Homer (1973) identified this
type of listening as the most difficult to achieve. Fromm (1956) believed that
humans must learn to listen to themselves before they can listen to others; he
believed that inner listening was vital in terms of man’s relationship to man.
Maslow (1962) has also written of the importance of inner lister:%.ig, relating the
idea of self-listening to the “inner core” of a person. Rogers and Farson (1969)
viewed inner listening as part of the | of psychotherzpy, that is, teachi i1g
persons to listen to themselves. For Ro the causes of problems and barriers in
listening to others are to be found ii. faulty or inadequate self-listening. This
argument can be extended to communication competence. If one must act upon
information in order to function competently, then one cannot afford to ignore
information from within.

There has been a wide variety of literature written in the past decade about
various techniques for achieving self-awareness. The apnparent goal of most of
these efforts is to help ‘the individual improve the ability *» attend to internal
messages, to respond more clearly to the ir " »rmation given by body and mind.
Inner listening arid self-awareness, then, appear to be guite similar, The issue
raised in the discussion of total listening applies here. Is inner listening really
“listening”'? Thege is no question that it is important to be aware of what is
happening internally, but is that a legitimate aspect of the listening process?

These various types of listening can be seen as different ways in which the
listening process can be approached. By studying types of listening, we may be
able to expand our ability to gather the necessary information for competent
communicative behavior,,

. ——Onefurther point about the types of listening needs to be made. While it is

useful to talk in terms of the various classification schemes discussed above, it
should be emphasized that a given listening event rarely can be explained
adequately by only one type of listening. Listening is a process and, as such, is
subject to fluctuation and change. These various systems also point to a
fundamental difficulty in researching and assessing listening. There is little agree-
ment about just what listening "'is” The boundaries between perception,
cognitive constructs, open-mindedness, noaverbal sensitivity, intention, and
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listening are still quite unclear. We do not know where one begins and another
stops. For communication competence, perhaps the widest possible definitionis
necessary, If we are interested in completely understanding bow a person can
function in a ‘ompetent manner, then we must examine all aspects of that
person’s receptive abilities. Until furthec research can more clearly delineate the

dimensions of that receptive process, it may be appropriate to consider all the
above dimensions under the general heading of “listening.”

Barriers to effective fistening

While there s little agreement about what listening is, this lack of agreement
has not siopped theorists from attempting to identify barriers to good listening. If
we are interested in teaching students to become more effective listeners, then it
would be useful to examine some of the barriers to effective listening that have
been identified.

Goffman (1967) discusses three kinds of preoccupations that interfere with
the communication process. The kinds of alienation he describes actually
interfere with the person’s ability to listen to others, in the fullest sense of the
term. The first kind of alienation is “external preoccupation.” In this, the
individual neglects the prescribed focus of attention and focuses instead on
something unconnected with the conversation at hand. The second kind of
alienation is “self-consciousness.” This results from one’s preoccupation with
oneself as an interactant, which prevents giving oneself entirely to the topic of
conversation. The third kind of alienation is “interaction consciousness.” in this,
the participant is so'worried about how the interaction fitseif is going that his or
her ability to foilow the topic of conversation is constricted.

Campoell {1958) studied the communication process from the receiver’s
point of view and described certain potential sources of error: .

1. Length of speaker’s remarks. There s a good chante thatthe————————
average lictener will tend to shorten, simplify, and eliminaté
detail from the actual output of the speaker, The longer the
remarks, the greater the “‘leakage.”

2. The, middle of the message. This is the part that will be least weII
retained.

3. “Rounding off” the message. A listener is likely to omitdetail and
create gencra! classification of what the speaker is saying.

4. The past haunting imperfectly transmitted messages. Individuals
tend to interpret messages in accordance with their past experi-
ence. Ambiguous messages will be interpreted in a manner
similar to the way like messages have been interpreted in the
past. .

-
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5. The reductive nature of listening. Individuals tend to modify a
new message so that it becomes more like previous massages:
“We've heard all this before,” which may not be true. The active
listener will look for the differendes.

6. Hearing what one expects to hear. in general, listeners will
modify messages so that they conform to the meaning expected
by the listener.

7. “You agree with me.” The listener tends to modify messages o
that they are in better agreement with the listener’s own opinions
and attitudes.

8. “Black or white” listening. It seems almost natural fora personto
listen to messages in evaluative terms, and it is much simpler to
hear a communication as bad or good in its entirety ratherthan to .
spend the effort that differential evaluation of a message would
demand. .

" 9. The pressure of the group and “filtered” listening. When
listening to amessage with agroup of people, one tends to distort
- the message to conform to other people’s interpretation.

Barker (1971) also lists a number of barriers to effective listening:
o
’ 1. Viewing the topic as uninteresting.

2. Criticizing a speaker’s delivery instead of the message. This is
allowing a preconception of the speaker as an individual to
distort the perception of the messice

3. Getting overstimulated or emotionally involved.

4. Listening for facts only and not for other important aspects of the

rd

message. o —_—
—-- - 5 Preparing to answer questions or points before fullv understand-
ing them. *

- Wasting the advantages of thought speed over*speech speed.
- Tolerating distractions or failing to adjust to them.
. Faking attention.
. Listenifig only to what is easy to understand.
- 10. Allowing emoticn-laden words to interfere with listening.
11. Permitting personal prejudices or deep-seated convictions to  +
" impair comprehension or understanding.

W oo N>

These two lists are presented as examples of what two scholars believe to be
barriers to effective li&ening. While disagreement about the definition of
listening is common, one can readily see the value of considering these barriers,
in order to improve.

a5
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Effective listening behavior

behavior. Two such attempts are presented here to indicate the type o behavior
that might help improve an individual’s listening skill. The following list is from
Barker {1971).

1. Be mentally and physically prepared to listen. Listening requires
effort and preparation.

. Think about the topic or situation in advance, when possible.

. Determine the value of the topic for_you.

. Listen for main ideas.

Concentrate—do not let your thoughts wander,

. Build your vocabulary as much as possible.

Be flexible in your views.

. Compensate for emotion-rousing words.

. Compensate for main ideas to which you react emotionally, by
differing judgment, empathizing, and placing your own feelings

in perspective.

WENOWVEWN

Weaver (1972) also listed a number of tactics a listener could use to develop
better listening skills.

1. You can reflect the message to the talker: give feedback.

2. You must guess the talker’s intent or purpose. ..
3. Youshouldstrive te bring the quality of your r habitual listening up
to your optimal level.

You should try to determine whether your referents for the
words used are the same as those of the speaker.

. You should determine your purpose in every listening situation.
. You should become aware of your own biases and attitudes.

. You should learn to use your spare time well, as you listen.

. You should analyze your listening errors.

. You should learn as much as you can about the process of
listening.

>

w e NSWnm

There are two primary reasons for presenting these lists. First, they are
representative of the educational strategies advocated intwo relatively new texts
on listening. We might assume that these summanize the thinking on ways to
improve listening. Second, the reader may notice that some of these suggestions,
such as building vocabulary, being flexible, and giving feedback. are not closely
related to the listening process. This may be indicative of a lack of knowledge
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concerning the skills ar. 4 dimensions of the listening process These issueswill be
explored in more detuil in the next section

Issues in the assessment of listening

Researchers in listening have disagreed over virtually every aspect of the
listening process. including defin: un, dimensions. methods of assessment, and
methods of improving listening ability. In fact, research in listening has slowed in
recent years because these questions have not been resolved.

Three issues have been raised concerning the progress of listening research.
The first concerns our ability 1o assess the listening abihty of individuals. None of
the current listening tests seem to show adequate fevels of validity. and we are not
certain that these tests actually measure hstening. For example. the Brown-
Carlsen Test of Listening Comprehension may measure recall ability rather than
listening ability. Petrie (1964) claims that we have not conceptually defined
listening clearly enough to assess 1t. Lisreming assessment is also confounded by
the fact that most tests depend on the expressive abilities of those tested. This
ability may directly affect scores on listening tests. The 'istening tests that are
available may be useful, but the user 1s cautioned to be aware of the imitations
surrounding each of the instruments.

A second 1ssue concerns the unidimensiona. ur multidimensional quality of
listening. We do not know vet if there 1s one umique hstening ability or many
ditferent variables that constitute histening. The previous descriptions of types of
isteing could lead one to suspect that there are n fact, different kinds of
listening abiitties. But research has vet to clearly wsolate the different types.
indeed. hstening has vet to be detined 1n a manner acceptable toeveryone. Egan
(&= sees listeming as encempassing all the receptive Coihities of the individual,
through all of the senses. Others would daim that listening is restricted to whatis
heard with the ears. Lntil a clearer conc eption of histening 15 developed. these
issues will go unresohved

A third 1ssue concerns the etfectiveness ot traiming methods for hstening. We
do not know preciseh how io etfectvely Increase someone’s listening ability.
Many teachers have successtully tramed students to hsten mere clearly Petne
(1964} makes the point that it we do not know what bistening consists of it we do
not have instruments that assess it ddearly. then we do not know why we are
successful (1f we are) 1n fis ring travung He suggests that listening training can
be lkened to tondiioning 4 pigeon i one of Skinner’s boxes The pigeon
scratches 1ts head. jumps up and down three tmes latters its wings wildly,,
bumps nto a lever. and s rewarded with a pellet ot tood Consequently. it goes
through the same routine=—scratches its head, jumps three times. flutters s
wings. bumps into g lever. and gets areward bt it does not know wihat part of
that program brought on the reward. so it repeats the entire patternof b *havtor,
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much of which is irrelevant to earning the rewaid. There is a vanety of research
evidence that indicates training in listening does not improve the abihity to retain
lecture material nor influence scholastic ability. grade-poirt average. or grades in
lecture courses. There 15 a fair amount of controversy over these issues (see Petrie
1964; Duker 1964, 1966) . vet. because the controversy exists. the 1ssues must be
considered. )

These issues are echoed by other scholars. Bakon (1966} and Hackett (1966)
both speak of the difficulty in separating hstening from other psychological
processes. For example, Hackett questions the difference between perception
and listening: is listening actually perception through the sense of hearing? f so,
do all the concepts and issues about perception also fit the concept of listening?
The answers are not clear. Furthermore, what is the relationship of listening to
various intellectual, motivational. and personality variables? Listening appears to
be affected by these variables, yet the relationships between them are by no
means clear. Hackett suggests thattheren  be a greater case for the teaching of
logical thinking. Hackett points out that there 1s not erough evidence that
listening can be taught. nor do we know enough about what we are teaching to
be sure that we will have an efiect.

These 1ssues point to the confusion surrounding the listening process.
Scholars have vet to clearly define listening and its relationship to the develop-
ment of functional communication abilities in the individual. While it is clear that
an individual must attend to information presented by other individuals and by
the environment, there are many questions left to b 2 answered by researchers.

For the purpose of communication competence, we believe it necessary 10
conceive of listening 1n the broadest terms. We are concerned with the
individual’s ability to act competenthh. That abiiy s predicated upon the
individual's ability to gatner information from the environment. Even though the
definition of listening appears to be surrounded by some confusion, we
recognize the importance of the information-gathering process. We nce:: to
understand how the individual accomplishes this and what abilities are involved.
Unul researchers <an 1solate the different aspects of this receptive ability and
separate them from each other. we will need to approach istening in this sense—
including the entire receptive ability of the individual—and from there attempt
to subdvide that conception into manageable parts
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Communication Apprehension and

Speech Anxiety

This commentary will be divided into five parts. We will first examine what is
meant by communication-apprehension/speech-anxiety. Second, we will give a
rationale for including it and its assessment in a discussion of communication
competence. Third, we will briefly discuss some issues about communication-
apprehension/speech-anxiety that are relevent to communication competence.
Fourth, we will discuss some of the different methods that have been developed
to measure it and the advantages and disadvantages of those methods. Finally, we
will discuss those measurements we have included in this -;olume.

Communication apprehension

Speech apprehension, speech anxiety. reticence, stage fright, communica-
tion apprehension. communication anxiety, and unwillingness to communicate
are some of the terms used to describe a phenomenon related to the
communication process. Tracing some of the definitions may lead to a clearer
understanding of what we will refer to as communication apprehension.

Phillips (1968)., in examining reticence in speaking, gives a description of
what the “‘reticent communicator” is like:

He is usually quiet. and tends to avoid interaction He s reluctant to
discuss 1deas and problems with others and seems inordinately
inumidated by subordinates. He rarely asks questions. does not
socialize well, and phvscal upsets are often associated with his
attempts to communicate Though he may be able to handle minimal
communicative requirements, face-to-face contact with others nor-
mally threatens him. He does not anticipate success 'n communica-
tion transactions nvolving spev(h He may or may not be
consciously aware of what he has at stake when he communicates
with others. He 15 quite aware. however, of his incapability and
consequently seeks to avord interactions rather than to participate.
He knows that he does not react as others do 1n personatized
communicative situations {Pp. 39-40;

Phillips suggests sume possible developmental explanations for the existence of
this reticence The child may be cewarded by adults for being silen:. and thus a
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pattern of reticence becomes reinforced. As a result. the child may “seek similar
rewards in other .ol setungs™ (p 44) The child could once have faced a
traumatic experience that prompts withdrawal whenever he 1s placed in a
demanding situation with which he 1s unable to cope. Another explanation rests
on the values of communication that a child may learn from her environment. in
a study of reticent college students. many came from lower socioeconomic
groups or from ethnic groups that use talk as a vehicle tor abuse or ventilation
{Phillips and Butt 1966)

McCroskey 19701 used one of the definitions offered bv Phillips to define
“communication apprehension™ as a “broadlv based anxiety related to oral
communication rather tha~ a vanety of ‘types” of communication-bound
anxiety” (p. 2705 What he is referning to 1s a general anxiety about the use of
speech communication, whether it be in a public speaking situation or an
interpersonal encounter.

Lamb (1972). in adopting Speilberger’s theorv of anxiety, divides “speech
anxiety” into speech-A-state, and speech-A-trait (A stands for anxiety).

Speech-A-state may be defined as anxiety experienced in a speaking
situation which 1s charactenized by subjective. consciously percewved
feelings of te 1s10n and apprehension. and activation of the automatic
nervous svtem Speech-A-trait. on the other hand.refers torelatively
stable indwidual differences in the disposition or tendency to
respond with elevations in A-state 1n a particular situation Speech-A-
trat may ako be regarded as reflecting indnidual diiferences in the
frequency and intensity with which Speech-A-states have been
manifest 1n the past, and in the probability that such states will be
expenenced 1n the “sture 1P 63)

One important imph-ation of these distincions s mennioned by lamb He
indicates that physiological measures are measures of A-state because they are
measunng ¢ specitic instance. whereas selt-reports can be messures of either A-
state or A-trast

Wheeless 119751 draws ¢ distinciion between " commumication apprehen-
ston”” and “speech anvety.” Wheeless conceptualizes communication appre-
henstor as fear 1t s imphed that apprehension s an antiapaied reaction,
whereas speech anxiety, mught he the actual reaction. Another important issue
rarsed by Wheeless, which 15 often overtooked in the conceptualization of
communication apprehension s what he calls “recener apprehension.” This
apprehension 15 associated with the decoding and response tendencies of the
recener Thus, communication apprenension may be thought of interms of both
asending and a recening function

Burgoen 119761 introdud ed a new term 1o descnbe the " chronic tendencv to
avord and or devalue orgl communcation — unwithingness to communicate ™
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She dwvided this construct according to four types of personalities that she found
described in research literature The first of these exhibits anomia and alienation.
""characterszed by apathy. anxtety, and other negative affective states, or in the
more extreme form known as alienation, by hostility™ (p. 60)

The second type 1s introverted. behaviorally similar to the first type but for
different reasons. The inirovert often seems quiet and shy but may simply have
little use for communication and may place low v alue on the opinions of others.

The third type is the individual with low selt-esteem. This person avoids
communication because of the expectation of rejection or criticism. Having less
faith in their own opinions, such indintduals cre more easily persuaded and are
more conforming than are other people.

The last type 1s characterized by communication apprehension and reti-
cence. It 15 differentiated from the other types by its stronger relation to the
specific communication situation. Burgoon’s description of this type ismuch like
those of other authors already presented. the individual feels inadequate’ in
communication, feels insecure, is hesitant about expressing ideas. is afraid of
challenges or cniicisms, and is prone to agree with others.

With this knowledge of how the terms have been conceptualized, you
should be better able to undersstand the differences in the approaches taken to
measure this phenomenon. In general, it can be assumed that when we are
referring to communication apprehension we are talking about a fear of
anuapated outcomes of 4 communicaton experience. This fear may be
experienced in either recener or sender roles, and the communication situation
can vary from annterpersonal one to a public-speaking one

Communication apprehension and competence

How does communication apprehension relate to communication compe-
tence? Almost all the authors we have ated thus far tpify the apprehensive
communicator as less kel to exhibit socallv appropriate behasior for a given
communication situstion. In other words. communication apprehension may
partially expla.n why someone would not be considered a competent communi-
cator This isimportant because the usual explanations forlack of communication
competence (improper traming. lack ot exposure to enough situations from
which to acquire commumicstion knowledee and shillsi may be incomplete.

The normal adult is expected to be able 10 participate with reason-
able skill 1n a vaniety ot situations ranging from appearance on the
public platform through dvadic interactions i interviews to ime-
structuning socahization But the reticent person may continue to
seek sncial rewards by using the pattern of sifence he found
successful in childhond. or he may come to percene socety’s
demands as unfairly conradictory 1o the oaal norms he was tirst
taught (Phillp< 1968, p 46

v
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An important issue 15 raised here that is relévant to our concern with communica-
tion competence Mere silence should not be mistaken for apprehension or
reticence, tor, despite lack of talkativeness, a person may still be able to meet the
functional demands of a communication situation The reticent or apprehensive
communicator, on the other hand, " cannot participate even when he needsto or
when he feels strongly enough to want 10”" (Phillips 1968: p 45)
Communication apprehension indeed may be consudered a block o
communication competence. because the same elements that contribute to
communication apprehension may affect communication competence It 1s
quite possible that someone could be a competent communicator but not be
judged as such because apprehension distorts performance and creates animage
of iIncompetence. it 15 necessary to separate the etfects of apprehension from
communication performdnce in ()rder to assess communication Competence

Issues in communication apprehension

T e “dimensionality” of _ommunication apprehension refers to the nesting
of othe r concepts within this global term Communication apprehension may be
ac nglomeration of phenomena rather than asingle one The problems involved
in this conceptualization he i identifving potentially independent dimensions
and ascertaining their contributions to the overall concept.

Eriedrich (1970} reexamined Gilkinson's Personal Report on Coniidence as a
Speaker (PRCS) as a factor-analvtic method to determine whether the items were
umdimensional or muludimensional. He found support for three dimensions
that he named. on the basis of what the items seem to reflect, speech anxiety.
exhibitionism. and reticence  An additional dimension. found for female subjects
in the public-speaking situation, was physical manifestations. Speech anxiety
included those scales dealing with anxiety in certain speaking situations. typified
by fear of forgetting. feehng awkward. feeling tense and stff, feeling dazed
Exhibitiomism dealt with conndence in the speaking situation, typified by finding
speaking n public to be pleasantly stimulating and by seeking opportunities to
speak in public Reticence deaitwith anxiety in any speaking situation. typified by
low self-evaluation and the teeling of not having anything of value to say to an
audience. Physical manitestations dealt with physicat indices of anxiety, typified
by "1 gasp for breath as | begin to speak ™ and 1 perspire while speaking ™

McCraskey (19701 questioned Friedrnich s dimensions. He argued that the
factor-analvt  approach will almost always indicate muludimensionahty. He

" suggested that Friedrich's analysia simply differentiated the negatively phrased

tems on the PRCS trom the positively phrased tems. which were arbitrarily
labeled “speech anvety " and “exbibiionism” respectively Mo Croskev wenton

to advocate development of gnother scale that would be more situation-free,

assuming that the type ot dppr(-h(‘nxx()n d PErsOn expernences 1n g publu(-‘
speaking atudtion s the same types of apprehension expenienged inananter-

persondl situation -
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The dimensionality issue is dependent <pon the development of instru-
ments specifically designed to test theoretical dimensions. For example, Mutas
and Sherman (1974} developed a behavioral assessment that was designad to
reflect a multidimensionality of speech anxiety. Their observer reports seem to
indicate the existence of four independent factors: rigidity, inhibition, disfluency,
and agitation. These may well be reflectiras of four independent manners in
which speech anxiety may manifest itself; whether they reflect four different types
of anxiety is still in question. Perhaps more important. multidimensionality seems
to be present in the conceptualizations most people have of communication
apprehension, or speech anxiety. Drawing from the revisions made by Burgoon,
or the sender/receiver dichotomy of Wheeless, or the state/trait dichotomy of
Lamb, it would seem reasonable 1o assume some sort of muitidimensionality.

Traditionally, the concerns about apprehension and anxiety in a communica-
tor stem from the public-speaking situation; thus.one of the first terms applied to
the phenomenon was **stage fright.”” McCroskey began to expand self-reports of
apprehension to include other situations. but his final instrument still lends itself
most accurately to evaluating the public-speaking situation. Burgoon developed
a more situationally sensitive scale, including items indicative of communicating
with family and friends (versus communicating with strangers) but excluding
public speaking items.

Another issue 1n the conceptualization of communication apprehension is
temporality. Are we concerned with the fear or tension exhibited or reported
before, during, or after acommunication event, and are these different? Though
this issue has not been dealt with in any detail. n does seem to underlie any
conceptualization of communication apprehension/anxiety. Measures often
include questions about how a person felt before speaking, as well as during
speaking. The very inclusion of the word ““avoidance” in some of the definitions
indicates a concern with anticipation. The intensity of anticipation of an event
often outweighs the anxiety that occurs during the event. Dickens and Parker
(1951), using self-reports, obsery:r reports, and physiological changes, found a
strong anticipatory reponse in subjects in a public-speaking situation. Thus. there
may be different levels of anxiety that deperd upon how much forewarning
precedes a specific communication event

Assessing communication apprehension

The possibility of the existence of different types of communication
apprehension mus: be considered 1n selecting a measure for this concept, There
are three major ways in which communication apprehension is measu, »d: self-
reports (introspection}, physiological changes. and observer evaluations. Rescarch
discloses only moderate interdependence of these. suggesting that each taps a
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different phenomenon or, at least, different dimensions of the general
phenomenon. oo

Self-reports are the most widely used, for a variety of reasons, mostly
pragmatic. They are the easiest method to employ and probably the easiest to
analyze. They have high reliability, and their validity is generally acceptable,
though it is based primarily upon consi:uct validity. Wheeless (1975} gives a
theoretical basis for the use of the self-report:

The p sint here is that if the person understands that he is apprehen-
sive and why he is apprehensive (fearful), then his own :eport of his
own fear ought to be tha most valid. Observer ratings and physio-
logical indices probably do not assess this aspect of communication
apprehension as directly. If a person thinks he is afraid, he probably
1. The ways a person cognitively processes his own physiological cues
probably determines his fear levels rather than the physiological
manifestations themselves. {P. 262)

Mulzc and Sherman (1974' enumerate some of the negative aspects of using
the self-report. They see an “insufficient number of scale divisions, equal
weighting of variables which are unequal in importance and/cr the unidimen-
sionality of instruments used to measure this multidimensional concept” (p. 134).

Porter (1973) criticizes self-reports on the basis that they, in and of
themselves, may be responsible for generating anxiety and, therefore, may
interfere with the measurerrent of speech anxiety. This seems reasonable in light
oi the considerable evidence that soine people react to tests and measurements
with great anxiety. The degree of this efiect 1s not known, but it would be logical
to assume that tes; anxiety might be closely related to speech anxiety.

Physiological measures include measures of heart rate, palmar sweat,
respiration, and so on. They are accurate 1n measuring what théy surport to

" measure. It is citficult for a subject to control them and thus to hide what might
otherwise be easily concealed by misrepresentaticn on a questionnaire. Similarly,
physiological measures might reveal an anxiety of which the subject was noteven
aware.

The major “ortcomings of pnysiological measures are their expense, the
expertise requ.aed, and the amount of time necessary to generate accurate
information. Arother limitationis the difficulty of using the necessary equipment
in infoymal situc.ions or in sstiations involving interaction with family. members
and friends. The pro* is compounded if one desires a trait measure for a
particular person acro-  .mmunication situations.

The observer <v<:c1.s of rattng communication apprehension have thesame
advantages and problems as do other observer rating systems. I communication
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apprehension is inueed affecting the communication behavior of an individual,
such effects should be observable. Mulac anc .herman base their measurement

on such an assumption. Types of behavior that may be observed include
nontluencies, rate, pitch, facial expressions, body use, and tone. The disa
vantages include the amount of time needed to train observers andthe difficulty

of obtaining satisfactory reliabilities for the observaticns An important disadvan-
tage is identified by individuals who claim that many behaviors associated with
com.nunication apprehension are impossible to observe'and that those that are

observable may not be in direct responsé to the anxiety. Moréoves,.it_is
so times difficult to “‘observe” interacticn between the subject and family, -
fr + = or strangers. : :

giubaugh and May (1975; give an excellent summary of the problems that
seem to,exist in the theory and measurement of communication apprehension or

speech anxiety:

1. Inadequate conceptualization, which tends to be limited to
operational definitions.

2. Differing variables, some measured in anticipation of the event,
some during, and some consequent to, the event or experience.

3. Lack of precise and quick measure, contempcraneous with the
event which could not seriously disrupt the process nf speaking.

4. Nu uear separation between emotiona states alieady present in
the speaker and those indriced by the situation or experience.

5. Inadeauate awareness of the nature of “response specificity,”
or habitual response patterns by which people indicate emotion-
al response to many different kinds of stress. AN

6. Exparimental designs which study changes in groups rather than
individuals and, further, clo not include the critical variable of
tme.

This last point is important to note because 1t 1s a cautior: we must eniphasize in
the use of the instrum ~ts we have reviewed.

We have included only two types of measures: self-reports and observational
systems. The specific questiuns of reliability, validity, and usage are included in
the reviews and won't be attended to her¢  Ne will briefly give some of the
strengths and weak, _:ses that will be important in your selection of measures.

We have included three observational systems. the Benavioral Assessment of
Speech Anxiety, Anxiety and Speech in the tnitial Interview, and the Situation
Test. Each of these has some criteria by which an observer 15 to evaluate the
speech of a particular subject. To overcome some of the weaknesses of the
observation system, it 1s innortant to have adequately trained observers and to
establish their inter-rater reliability Don't plan on using these procedures for
evaluating a la. ge number of subjects. It will he time consi:ming and you will have
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problems with the reliability of many raters. Someé of the measurements involve
recordings of time c.ielays or rates. Though these can be made with a fairly high
degree of accuracy, one must cautiously make an interenual leap between what is
measured and how it reflects communicatior apprehension. .

The remainder of our reviews are of self-report measures, We have already
mentioned the problems of self-reports. We have not included all of the
measures that exist, There are a great number from the pre-1960 era that were
developed 10 assess public-speaking situations. The PRCSis or e of the oldest and
has been one of the most widely used. However, the items included in it are
somewhat dated, and it is included because of its historical significance. The

" McCroskey Personal Report of Communication Apprehension is more up-to-

date, Burgoon’s Unwillingness-to-Communicate Scale works as a good measure
of the type of communication apprehension most likely to be found on an
interpersonal level, but it 15 not directed toward public-speaking situations.

-Other measures are included that generally follow a paiticular conceptual slant,

This tendency of each measure to be directed toward idiosyncratic ends
produces both favorable and unfavorable results. 1t provides several ways of
examining something that 1s mistakenly treated as measurable by one overall
assessment, but 1t requires the user to determine what type of communication
apprehension or anxiety is to be assessed.

One last note concerning these measures: they are in a rather early
developmental state. Further improvement and developmen. is needed before
one can use any of the measures for the purposes of diagr.osis.
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Nonverbal Behavior

An observer of the human scerc has enormous potential “subject matter”
available. The initial problem one faces is what to observe. One might
concentrate on the content of an interaction, keeping track of the topics
covered. Or one might pay attention to the process of an interaction, concen-
trating on who initiates, who interrupts, and so on. One might pay attention only _
to the words exhibited or exchanged or to the behavior that accompanies the
words, whith is thought by many to carry even more meaning than the words
themselves. The phrase “It’s not what he said, but how he said it” suggests thai
w0 messages are communicated simultaneously in any interaction. One is the
verbal content, and the otheris the nonverbal component of that message, which
may illustrate, emphasize, or even contradict the verbal content.

Probably most of the essential meanings exchanged in a face-to-face
interaction are conveyed by movemert, facial expression, touch, distance, and
vocal overtones. It would be difficult to observe and assess another human being
without taking into account the impértant aspect of nonverbal communication.,

Moreover, because of a growing awareness of the importance of nonverbal
communication, many studies concentrate on that alone, to the exclusion of all
the other subject matter that might be observed. Just as the principles of
perception are nct overturned when the subject matter is the perception of
humans, all that has been discussed thus far about the principles of observation is
not overturned when the subject matter is nonverbal in nature,

There is a lot of talk now in the popular literature about “body language,”
-and there ase a lot of articles in which different authorities attempt to “translate”
that body language into meanings. Is this what nonverbal commuriication is !
about, a sort of code for assigning meaning to body movement? The answer to
that question is that t includes a good deal more than that. and such “transla-
tions” of movement or gesture into some kind of “message” are a good deal
harder to come by than those popular books suggest.
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There is a difference between * behavior’’ and *“communication.” All of us
are behaving all the time; in fact, we cannot not behave. Even our moments of
inacCtivity or sleep are behawvior. But is it communication? The answer is no. in
order for communication to take place, another person is necessary. Communi-
cation is usually thought of as *‘to share in common,” "*to exchange,” or “to be
connected to others.” A person can behave alone but if communization is to take
place, as the definitions suggest, another person is required.

But is the mere presence of another person all that is necessary? Again the
answer is no. The second person, in order to be a receiver of communication,
must take something into account. it might be something that was said or done,
the noticing of some internal condition of the sender. It might even be something
that was not said or done. Virtually anything that could be taken into account by
the second person is what makes communication “happen.”

What, then, is nonverbal communication? Generally, it is thought to be the

Characteristics and actions of people that are exchanged or that
influence the exchange and that are taken into account by the
«aymmunicators (other than words or word substitutes)..

Naturally, this includes a great deal. Many people would add to this
defirition the context of the communication, the setting in which it ook place,
With a definition of poteniial subject matt o7 that is this broad, how does one go
about observing nonverbal behavior and taking some of it into account
Obviously, if everything but the words or v ord substitutes can be observed, and
we cannot attend to all of them, enly some will be taken into account, and all of
the other behaviors will be let go or ignored. Some of the actions or
characteristics will be communicative and others will not, depending on how the
observation takes place. Just as there are some fairly standard ways of accomglish-
ing observation. there are also some farrly established ways of observing the
nonverbal aspects of behavior. What are they and how are they taken into
account!

Most nonverbal observation s visual. But because nonverbal communica-
tion an include such things as paralanguage, touch, and smell, it can also be
oilactory, tactile, and auditory. Most nonverbal observation is of people, but,
again, because nonverbal can include setting, cantext, and time/space relstions,
sometimes buildings. furniture, distances. and human artifacts are taken into
account and attended to. For decades now, anthro,. ologists and sociologists have
been_doing this kind of observation of behavior in cultural contexts, But
emphasis on nonverbal communication 1s a relatively recent concern, and not a
great deal is known about it. The recent availability of movie-making equipment
and videotape recorders, however, has made possible the repeated observation
of human behawior, which was ot possible before, and has given tremendous
assistance to the study of nonverbal communication
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The human animal is a talking animal. There seems to be hardly a thing that
humans get done without alot of chatter and interaction. Itis language, after all—
talking—that makes humans unique among other animals. Humans use the
verbal channel to share knowledge and often to lie or deceive. Language can be
used to talk about things that do not and will not exist. But the verbal channel
never comes alone.

Itis impossible to write without the style of the writing itself suggesting a more
of less immediate relationship between the writer and reader. It is impossible to
talk without paralinguistic overtones, which can also be communicative. It is
impossible to talk without giving more stress to some words and less stress to
others and without moving when vocal emphases are given. It is impossible to

talk without some kind of facial expression being evident at the same time,

Whereas the verbal channel carries cognitive information or redundancy, the
nonverbal channel indicates affect, attitudes, and re'ationships. Utilization of the
systematic techniques available for the observation of nonverbal behavior can
provide the researcher with important data of the communicative aspects of the

human condition, and a better understanding of how communication plays arole -

in all human behavior.

Obviously, in a field as new as the study of nonverbal communication, there
is still - onsiderable disagreement about how research should be conducted.
There appear to be three unresolved issues. just as with other behavioral
research, there is disagreement about how much study should be conducted in
the field and how much in the laboratory. There is disagreement over whether
research should concentrate on the observation of alone indsvidual or whether it
should concentrate on the interaction of two or more individuals. Finally, there s
some disagreement over the extent of the use of electronic aids, such as slow-
motion cameras, for the recording of iotherwise unobservable) material.
Dectsions about each of these issucs must be made by each researcher. The most
common-sense remark, however, that might be made about research methods
and the subject-matter area of nonverbal communication, is that, for the most
part, the method that is emploved is a function of the content that is to be
observed. Some methods seem to lend themselves to the observation of certain
contents. Whereas that may not always be the case, it 1s usually so. Common sense
prevails.

Transcription systems

Naturally enough. one of the problems of researching nonverbal behavior is
getting it down on paper—recording the behavior in some way. Earlier we .aid
that the observanon of behavior usually involves the clasufication of behavior
and the counting of certain phenomena. The study of nonverbal behavior is no
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different. Much ot the carls rescarch involved the development of transaiption
systems that would allow tor dlassitication and counting The proneer in this area
was Birdwhisteli 11952, who saw the evolution ot such g svstem as something akin
10 “breaking the code” 1o reveal the secrets locked in nonverbal behavior.

Birdwhistell's concentration was on ~kinesics.” or body moyement, but he
had considerable training in linguistics He approached movement in the same
way linguists have approached language. breaking large structures, such as sen-
tences. into smaller preces. such as sounds, and then attempting to account tor
what can happen :n the larger structure. Birdwhistell broke dow n body move-
ment into smaller segments, even giving the segments labels similar to those used
by linguists. Eventualiv. he accounted tor virtualhy all body movement, Then he
was able 10 align his code ot movement with the inguistic descriptio v of some
utterance 10 see how the two wenttogether He had an elaborate ssmbol sy stem
for recording such movements as “squinting,  “denched tists,”™ and “narrow
smile ”

One can see that such g ssmbol svstem allew ed the obsenver ot behavior to
dassify and to count certain behaviors, making possible later analvses. The
system s highly specnc, allowing o transcriber to account tor over thirts micro-
movements, or  kines.” of the evebrows Some of thowe hines may be taken to
hav e meaning and some may not. but they could notesenbe consideredto have
meaming it they had not beenidentitied by a classification svstem {£1s important
to remember that this system evohed as 4 wav 1o ook at the movements
accompanying speech,

There are a number of fairhy «tandardized notation systems for recording the
paralinguistic teatures ot nonverbal behavior—those aspects of communication
that are vocai but not verbal Lingunstic anthropologists have provided ways of
coding pitch. tempo. stress, volume, and vocalizations that accompdny language
but are not language telt and that contnbute to the meanming ot a verbal
message. Such ndmaiduals as Privmger and Henrs Lee Smith have made
contributions in thes areq

Another tanscnption sssten. esaivea by Branman and Humphries 119713,
was intended tor the obsersation of chuldien o psschiatric dinic 1t was alse
ntended 1o account tor ditterent pomts ot the body at the came time. ftused a
sertes ot seven horzonta! Bnes cach representing g regicen of the body. <o a
composite diagram of bebavior obsened over a penced o eight seconds might
be recorded  The infention of this system was 1o allsn 4 pyychiatost to record
simultaneous sequen es of moseme 0t o.es g biet spae ot ume Fackhinelooked
something ke te totlowimg eaample

.
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One cansee that each notetion would have 10 be simple if seven regions were to
be observed tunless they could be videotaped and plaved several timesi One can
also see that the examgle 15 not intended 10 record behavior that parallels
language.

Condun and Ogston (19661 of the School of Mediaine at the Lniersity ot
Pitisburgh also worked out a system tor segmenung behavior. They concentrated
on upper-body orientation, looking at seven aspedts trom head to trunk and as
with the Brannigan and Humphries research, used a series ot horizontal paraliel
lines, one for each upper-body aspect 10 be obsened A code svstem allowed
them to make entries of no more than three letters on each hne to detail
movement Howewver. what is ditterent is that thes concentrated on interaction
They tilmed the encounters. 1or example, ot 4 father. a mother. and a son and
used the system for recording simultaneoush the upper-body actions of all three
per-ons. looking for movement, across the same number of trames.

Hali 119631 was the onginator ot the term  provemics” for the wavs in which
people unconscioushy structure microspace Microspace was taken to mean the
distances betw een people in the conductotthesr daihy interacuons, Thisincluded
the organization ot space in houses and buildings and evenin he lavout of towns
and Gties. Hail dinvded proxemuc behavior 1ato ewght difterent categories:

postural sex identtiers
. sotofugal-sociopetal aus
kinesthetic tactors
touch code
visual code
thermal code

SE U b e by -

oltaction code

=]

voue-losdness waie
tach of the categornes necessitated o code tor recording the proxemic aspect of
nng\('rbai behavior, tor examrple the touch code provided for recording the

amount of touching that aent onn gn selerdaction and was scored as tollows

0 holding and caresang

-

teehng and cares g
prolonged hoiding
holding
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spot tonching
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anather and 1o the notentos! cach ot them had tor holding, grasping and
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touching. The pars of people could be scored according to the following scale
and description:

#1  within body-contact distance

#10 just outside this distance

#2  within touching dictance with forearm extended
220 just outside this distance

#3  within touching distance with arm extended
#30 just outside this Jistance

24 within touching wistance by reaching

£40 just outsif< «nis distance

Each persor, in an interaction had a repertoire of eight possible kinesthetic
distances, iccording to this notation system.

Hall's notation system, for which only two examples have been given,
provided a way to make specific recordings of observations of a very limited
nature The system has the advartage of being workable and simple. It has been
used effectively by anthropologists Watson and Graves of the Univer,ity of
Colorado and by numerous others and has proven itself an effective system for
the notation of proxemic behavior.

Other systems exist for the notation of time. facial expression, eve pupil size,
micro-momentary movement, and social interaction. Some are anthropologically
oriented: some are chinically onented. All serve to describe 2nd record human
nonverbal behavior.

Strategies and research tools

Other than notation systems. what techniques are there for the observation
of hu nan behavior? There are a number available to the observer of nonverbal
behavior. just as there are a number avaifable to any behavioral scientict A few of
them might serve illustrative purposes

Since the earhy 1950s. Birdwhistell 119521 has accomplished body-motion
research by interviewing in the field. in one instance. ne trained ten inwerviewers
for an extended study of a Kentucky hill communits. They were trained to use a
tripartite scheme describing * syntactic’” irelationship;. “toral™ (long musclel,
and “arrested” motioa The interviewners looked for patterning within the
culture. and, according to Birdu.ustell, acquired a cultural sensttvity to social-
interaction cues

Condon and Ogsdon used analvsis ot sound fiims to differentiate between
normal and pathologic al behavior patterns They took sound film of inter action.,
at forty-eight frames per second, which s twice the normai rate. Then the filmwas
played at normal speed and was scanned intenssve'. using a time-and-motion-
analvzing projector This progector was similar to those used by football coaches
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to study films of games. Each frame ot film was numbered tor easy identsfication,
1o enable researchers to tocus on discrete units (at one tortv-esghth of a second)
The tilm was used to study speech and bodyv-motion patterns and to allow
comparison of normal and abnormal behavior patterns.

Loeb (1968. of the Lnnersity of Pittshurzh School of Medicine. used what he
termed the “mucroscopic™ analysis of tidm 10 exanune a recurrent behavior
pattern 1n a psychotherapeutic sesston. He repeatedh viewed a thirty -three-
minute. seventeen second, black and white sixteen-milbmieter (taenty four
frames per second) sound film ot a twenty-seven-year-old. white, female
patient during a psvchotherapy session. The tilm was taken by Gregory Bateson.
and each frame was numbered 1n sec ence so trames could be focated i ume.
The tlm was viewed repeatediy at normal speed and at slow speed using a Bell
and Howell ime-and-motion anah zer (M del 173BD) Analysis revealed that the
patilenmt consistenth closed either hand 1n contexts contaiming expressions
associated with anger She mav have grasped the arm of the chair or clenched a
prece of tissue, or her hand mas have been empry. but in the “anger context,* her
hand dosed. During the ilm. she made cizhteen ot these tistlike movements in
ten separate anger contexts, which were taken by the psvchiatrist to be an
underining of a feeling of anger Lsing a common-<ense approach to standard
psychoanah tic procedure, the psychiatnist was able to inter that the “content of
anger” was in the patient’s unconsaious and to make that a part of diagnosss.

The<e are, ot course. onhy a sampling of the strategies and research tools
available to the observer of nonserbal behavior Otbers indude time-sampling
MOTIGN PICUTES 04 ~PONTINEOUs Movements asemanticindex of vocal pitch. and
micreanaiyvsis ot sound tapes of the human soice for paralingustic cues Sull
others continue (o be orgmated

Relationships to other variables

It nomverhal behavior s generaibs seen i context and studied 10 assoaation
with other aspecis of human beluvior o natural Guestion would be the extent of
that relanionship These vudies tend ta tallinto e o maor groups Some might be
called rructural sudies, which attermpt 1o discover the ‘rules’” of g nonverbal

sovstem, and some maght be called eviernal sarable studies ahich attempt 10

}i(-m(mstmu- the relgtedness ot nomverbal behavior to another, assocated

characterstie Some ev umples of both binds of dydies are 9 en below for the
/cpurpnw ot llustration

Altman and Havthorn (1967 of the Naval Medical Research Institute of

( Bethesda, Manvland wereanterested i Pow groups of hospital panents yse the

“terrors ot roome beds and chars Thes desgnated gy ads with 2 omposit.on

3 differences based on peronghty. Nene dvads fned it g small room {o. ten

\ {« with no cutside contact From the obsernvation of this behavior, Altman and

Rthorn evolved an ecology ot solated groups
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Deutsih (1947) was one of the first psyChiatrists to begin to take posture into
at- _untin the analysts of psyChiatric patients. He found regular parallels between
motor acts and psychic functioning Naturailv. his observation .nd example:
were clinical. and his analvsis was essentially psychoanalvtic. However. he made
clear connections between posture (kinesics) and some unseen mental condi-
tion, dealing often with congruent/incongruent nonverbal cues.

Exline {1963}. of the Lniversity ot Delaware. concentrated on the way n
which people interact visually with others He systematically and accurately
recorded the visual behavior of people involved in free discussion and
determined that vanious patterns could be denufied. For example, men “and
women differ markediv 1n their visual behavior. women look at one another
longer than men do This information 1s important to the knowledge of social
perception, as well as nonverbal communication.

Hess (1965}, of the Lnversity of Chicago. has done considerable work in the
relatedness of attitude and pupil size. W hat 15 especially smportant about the He«
work 1n pupil size and mental activ sty is that the dilation and constrictien of pupnls
15 not only a nonvertal cue. but 1t 15 Invoiuntary. Hess used a “pupilograph.”
which recorded not cnly where the eyve looked but where the pupil expanded.
contracted. and rema:ned the same £rom this record of ongoing mental activity,
Hess determined thai pupil size could be used to indw ate interest. emotion. and
attitudes about whatever was looked upon.

The late Sidnev Jourard 11966i. of tie Unnversity of Flonda. explored
touching behavior by creating a “bodv-accessibifity ™ questionnaire with male
and female figure charts The aim was to sce the extent to which people permit
others to see and touch their bodies. and the e~tent to which they had seen and
touched other. ‘target persons * “imificant relations were found between the
measures of seeing and being seen by another person and betw een touching and
being touched by another person Touching was seen as a function of sex
differences. relationship. personality, attractneness, and religious background.

Athe.. 119631, of the Lnneran of North Carolina, attempted to determine
whether dothing had an. relationship to certan measures of personabity in
women Because the uses of clothing range trom the functional to the
ornamental. 1t was possibic that dlothing might be related to some traits of
personaltty Ashen consructed and vahdated a dothing opinionnaire. He then
administered the opimonnaire with everal measures of personahty He found a
number of siniticant correlations 10 tve dusters associated with dothing:
decoration, comfort nterest conformits, and Coonomy, 1IN a sense ¢ ontnbuting
to a "psschologs of dress

Dion. Berscherd. and WAabster 119725 attempted to determine whether
physicaliy attractive persons were percened by othersto lead “hetter” fives und
10 have maore socally desnable personahity tras than do less-attractive people
They produced results that demonst ateda “swhat s beautifulis goud”stereotype
slong 4 physical-attiacinenes dimension, The tndings have implications for
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self-concept development, interpersonal perception, and social interaction, as
well as for nonverbal communication.

Itcan be seen from these examples that nonverbal behavior 1s of interest not
only as a unique area of study but for the relationships it appears to have with
everything from affiliation to personality, from affect to attitude, from accessi-
bility to abnormatity. Clearly. if nonverbal behavior provides some kind of access
to all of this, it may also be a way of assessing competence in general and
communication competence in particular. A person cannot merely “be compe-
tent”; the individual must demonstrate that competence in some fashion, and
the demonstration necessarily involves both verbal and nonverbal forms of
communication. Both might be 1aoped 1n making assessments of comy tence.
Both might be monitored for whatever evidence they can provide.
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Empathic Ability

Whatever else the term “functional communication”™ might be said to imply, it
must implhy at least some concern tor the extent to which one person understands
another Understanding is perhaps the most widely used conceptual or theoreti-
cal criterion for determining when commun:< ation may be considered adequate,
functional. or effective 1tis by no meansthe onh theoretical critenion. but itmust
certainly be regarded as one uf the mere-important ones. However. its use as an
emptrical cnterion in erther evaluation or theoretical research does not even
begindo keep pace with the importance it s gnen in conceptual ard theoretical
works One of the major reasons 1o this discrepandas s the difficulty involved i
operationalizing the concept  understanding.” Consequently. our approach to
this measurement problem will be slow cautious, and purposefully simplified It
cannot be otherwise if we are 1o avord becomang hopelessly lost in the
conceptual and methodological issu »s surrounding this parucular measurement
problem First. we will need to make some prelhiminary distinctions that will help
us to tocus more clearly on what it s we are attempting to measure
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Listening ability versus empathic ability

The conceptual distinction between listening ability and empathic ability 15
not a discrete one. If you have read the earlier comments on listening ability,y »u
encountered a treatment of listening ability that will overlap with ways in which
empathic ability is traditionally conceptualized. Empathic ability, sometimes
called person berception, interpersonal perception, social perception, sensi-
tivity, and other things, is usually conceived of as the ability of one person to
understand another or to comprehend another’s feelings, attitudes, or senti-
ments, Broadly defined, empathic ability includes many of those traits or ski:ls
identified with listening ability. A putentially useful distinction, however, grows
from the ways the two abilities are typically assessed. Measures of listening ability
usually focus on the extent 10 which an individual comprehends, interprets
appropriately, and recalls the symbolic content of another individual (what a
person says). Measures of listening ability tend to focus upon the processing and
retention of verbal content. Aimost all listening tests involve the presentation of
verbal content to subjects and the assessment of the extent to which the subjects
comprehended, correctly interpreted. or correctly recalled that verbal content.
On the other hand, most measures of empat*ic ability focus upon the extent to
which one person understands. not the verbal content, bust the person producing
the content. Empathic ability in.olves understanding the person. But, although
we know that much of this under.tanding comes from inferences made on the
basis of what the person says, tests of empathic ability tend to develop therr
scoring criteria, not from an analyss of the otherPerson’s verbal behavior, but
from informaton the other person reports aboutself: charactesstics, feelings, or
attitudes. Most listening tests derive therr criteria from the verbal content
produced by another. Most tests of empathic ability derve their criteria from
identification of the other’s characteristics “as a person ™

Sympathetic response versus empathic response

As a matter of both theoretical and empincal convenience, a basic
distinction 1s ustally made between sympathetic ane’ empathic respenses The
traditional, popular meaning given to the phrase ' empathize with you™ implies
two fundamental processes. (1) 1 am experiencing the same feelings you are
expeniencing—I am happy beciuse you are happy ., your embarassment is causing
me to feel embarrassed also. | hurt inthe same way you hurt, | feeljoy in the same
way you feel joy (2) | understand how you are feecling—I may not feel thesame
way, but I recognize your feelings. | understand something about you. the kind
of person you are, your athtudes, values, or beliefs

We presume that the first set of responses occurs when one person
effectively expeniences what another person expenences. the second set of
responses occurs when one person comprehends the other as o person. The first

o
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set of responses is usually called “sympathetic.” The second set of responses is
usually called “empathic.” That the two types of responses are frequently part of
the same general process is alluded to in a frequently cited definition of empathy:

Empathy is a process of comprehending in which a temporary fusion
of self-object boundaries, as in the earliet pattern of objectrelation,
permits an immediate emotional apprehension of the affective
experience of another, this sensing being used by the cognutive
funetions to gain understa,. ling of the other. (Guioria 1967; p. 376)

In the measurement of empathic ability, hcwever, the two types of responses are
usually separated. The measurement of empathic ability ordinarily involves the
assessment of the second type of response. More particularly, the measurement
of empathic ability concerns the «dentification of accurate judgments made by
one person about another person’s feelings or attitudes.

Stereotyped accuracy versus differential accuracy

This conceptual distinction 1s important to understanding contempcrary

measures of empathic ability. Measures of empathic ability usually identify the

N extent to which one persor accurately judges or predicts refevant characteristics
of another person. The early research on empathic ability different...ed two
types of judgment accuracy (Chine and Richards 1960): (1) Stereotyped accuracy
invoives an individual’s ability accurately to predic. relevant chdractenstics or
responses of a number of other people. It is presumed to be ba.ed upor: global
judgments that grow from sensitivity to social norms. Individuals high in
stereotyped accuracy are usually good pred.ctors of the avera, - responses of a
number of others. (2} Differential accuracy 15 a.r analytical judgment ‘mplying .
sensitivity to differences between persons anc the ability to predict those
differences.

The earlv measures <! empathic abrity failed to adequately differertiate
these two types of accuracy. The failure of the early research to resolve this
mecasurement problem occasionally produced bizarre results. Forexample,Gage
(1952) for'nd that high school and .oliege studen?s were more accurate in
predicting the resp  .es of college students to self-déscription inventoriesif the
judgments were made on the basis of extremely short written stereotypes rather
than direct observation of the target persor.s This rather strange finding can be
explained by the fa:lute of ihe eafly resear.h to take nto account a projection
bies present in the empathy measures.

P sjection occurs when one assumes that the target (the parson veing
jugged) pos esses the same characterisics of prop. - -» as oneself. In the early
empathy measures, this projection bias was adeguately understood and 1arely
controlled for within the assessmert proce.jures The early measures usually had
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a judge predict a target’s responses to self-description invesstories. These
predictions were subsequently compared with the target’s actual responses to
produce an accuracy (or discrepancy) score. Under such conditions, scores are
artificially inflated if (1) The judge projects his or her awn characteristics ortc the
target, or (2) both the judge and the target are ““average” in terms of their own
characteristics. Thus, much of the early support given to the importance of
stereotyped accuracy in empathic ability grew out of our own failures either to
assess or to control the projection biases in the measures.

When the judge and the target possess-imi..r characteristics, the use of stereo-
typed judgments based on projection processes is likely to produce erroneous
conclusions about empathic ability. Thatprojection biases are likely to be present
in empathic judgments is supported by one of Duck’s (1973) experiments, con-
ducted in Great Brita n. When Duck analyzed erroneous interpersonal percep-
tions, he found that 93.57 percent of all errors made by one personvjudging
another were a result of the judge assuming a similarity between self and other
where no such similarity exisie¢ Thus, the ~ormal presence of projection
processes in interpersonal communication will result in high accuracy scores
when similarities are high beween iudge and target and low accuracy scores
where similarities are low between judge ai.d target.

This issue, the presence or absence of a projection bias in the measure itself,
is perhaps the most-important issue to keep in mind wien deciding how to assess
empathic ability. At the end of this chapter, we will gescribe the a: sessment
procedure developed by Hobart and Fahlberg (1965} to remove this pro;ectlon
bias from measures of empathic ability. However, before we review Hobart and
Fahlherg's paradigm. let us describe some of the ways in which individuals
attempt to assess empathic ability.

Approaches to assessing empathic ability

The measures briefly reviewed in part i1 of this volume represent three basic
approaches to assessing empathic ability (1) Behavior-oriented descriptions:
Some individuals conceive of empathy, not in ieras of the accuracy of
intes personal judgment, but in terms ! the extent to which exhibited behavior
implies ernpathic understanding. Carkhutf’s rating scales include a focus on
empathic understanding in interpersonal processes. From direct observation of
the behavior exhibited by individuals in i..ter personal communication situations,
trained raters make judgments of the level of empathic understanding communi-
cated by one persorn in relation to the cther person. Barrett-Lunnard’s reration-
ship inventory consists of sixty-four statements througt which one individual
may describe the communicative attitudes and behaviors of another. One of the
four subacores for this inventory concerns ‘e pathic undetstanding.” If you are
concerned with the extent to which “empathy” may be inferred from the
attitude: and behavior exhibited by one person toward another, then you should
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e".amine the brief reviews of these measures. (2) Nonverbal sensitivity measures:
five ef tiie measures in part Il (Facial Meaning Lensitivity Test, Communication of
+ ffect Receiving Ability Test, Jones-Mobr Listening Test, Sensitivity to Vocally i
Expissed Emotions, Scale 1o Measure Affective Sensitivity) assess one person’s
ability to accurately identify emotional or affective states in others. Typically, the
target person will convey emotional or affective sentiments primarily through
facial, bodily, or vocal characteristics. The judge is required to identify the
affective or emotional state present in the target. If you are interested in empathic
ability conceived of primarily in te;ms uf sensitivity to nonverbal cues, you may
wish to examine these measures. (3) Composite measures; “Several measures
(Interpersonal Perception MethrJ, Measurement of Social Intelligence) gener-
ate data thatmay be interpreted as indicatir.g an individual’s empathic ability. The
Measurement of Social Intelligence is a multidimen-ional assessment procedure
designed to assess “behavioral cogniticn.” Itisqun.  milar conceptually towhat
we have been calling empathic ability. The Intezpe onal Perception Method isa
general assessment procedure that yields four ,pecific measures, one of which is
labeled “understanding or misunderstanding” and is arrived at through
judge/targe. comparisons. Both measures grow from conceptual perspe-tives
that allow the inference that what is being assessed is, in part at least, empathic
ability. ’

The assessment procedure we would recommend for measuring empathic
ability will not be found among the brief reviews in part Il of this volume. Itisnot
really a measure; it is a strategv for eliminating the projection bias from an
er.ipathy measure you would develop for your own use.

The Hobart-Fahiberg paradigm

this paradigm was deveiuped as a specific response to the major criticisms
leveled azainst the early measures of empathic ability. Its minimum requirements
are;, (1) judge(s), (2) target(s), and (3) an inventory that requires dichotomous, or
forced-choice, responses to self-description items. Let us delay, for the moment,
the question of the source of this inventory. The information that must be
generated includes (1) the judge’s responses {seli-description) to each of the
dichotomous 1tems, (2) the target’s responses (self-description) to each of the
dichotomous items, and (3) the judge’s predictions of the target s responses. Such
information may be ar:anged according to the paradigm presented in the figure
on page 82.
. We have described this paradigm elsewhere (Dance and Larson 1976) in the
following terms:

judge and target, in filling out the self-description inventory for
themselves, would presumably have responded to a number of items
in the same way and to others in a different way. Additionally, there
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would be a number of items on which the judge correctly predicted
the target’s response and a numiber of incorrect predictions. Let us
first consider the items on which the judge and the target responded /

imilarly for themselves.

\}\w-l.aere there are similar own responses and the judge correctly
predicts Wesponses. projection may or may not be
operating, empathica 'lﬂ.ma;;:r may not be operating; itwould be
very difficult for us to determine.which under these circumstances.
Thus, in instances where the judge afid-ta; pond similarly for
themselves and the judge correctly predict\%w\eﬂ(g\t s response the
measure is compounded. In instances in which the judge and target
respond s:m:larly for themselves and the judge mcor%ed‘gs
the target’s response, unperceived similarity is operating. T e

Now let us consider instances in which the judge and the target \
respond to items differently for themselyes. If the judge’s and target’s

own responses are dissimilar, and the judge incorrectly predicts the

target’s responses, projection is assumed to be operating. The judge’s

and target’s responses were different, but the judge predicted

responses for the target that were identical to the judge’s own

responses. Under these circumstances it is reasonable to assume that

the judge is projecting personal attributes onto the iarget. In

instances where the judge’s and target’s own responses are different, . -

ard the judge correctly predicts the target’s responses, empathy is

assumed to be operating. Projection could not be operating, since

the judge and the target disagree in terms ot their own positions, yet

the judge corractly predicted the target’s-responses. Thus, empathy,

Judge’s pred nons of
Larget’s responses

Corre 1 Incotrect

s - .
H
Sadar | compounded | unpercewved
similarsty
Judge's and !
target’s ;
responses
Drisvsamlar L empathy projection
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according to this paradigm, is conceived of as the ability of one
person to correctly identify diffe:ences between himself and an-
other. {Pp. 125-126)

Because the raw empathy’score varies from couple to couple in terms of the
number of responses by judge and target that are dissimilar, an adjustment is
needed to make the raw empathy scores comparable among different subjects.
Hobart and Fahlberg suggest that a couple’s raw empathy score should be
divided by the couple’s dissimilarity score, producing a ratio called the empathy-
ratio score. Information concerning ihe adequacy of the resulting measure may
be found in Hobart and Fahlberg (1965).

In order to use this gereral assessment procedure, you must have a set of
dichotomous, or forced-choice. items according, to which both judge and target
may describe’self by selecting one of the two alternatives. You may develop the
items yourself or draw them from almost any inventory on which individuals
report interest, attitudes. values, beliefs. preferences, and so or. Either the items
or the response-alternatives 1o the items must be translated inin dichotomies.
Items appropriate for use in organizational settings. with supervisor/subordinate
relationships, are available in Sruth (1967) and Ross (1973). ltems appropriate for
use in parent/child relationships are available in Mix (1972).

The measurement of empathic ability is characterized by a range of
potentially confusing conceptual and methodological issues. Even the assess-
ment procedure we are recommending here, that developed by Hobart and
Fahlberg, has other methodological problems. acknowledged by the proponents
of the paradigm. But. for the most part. it represents a reasonable and adequate
strategy for assessing empathic ability. If empathic ability 1s conceived ot interms
of the accuracy as interpersonal perceptions or judgments, taen this paradigm
deserves serious consideration.
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ASSESSMENT PROCEDURES

l I An Introduction to Measurement 4

Part il of this book brings together, and briefly reviews, anumber of instruments,
tests, and techn:ques bearing on functional communication. itss intended that a
compendium of such instruments make possible improved assessment of those
variables that constitute functional communication. All of the instruments are
aimed at allowing us to make judgrnents about the cormumication character-
istics of the people being assessed. But none of the judgments about those
people arc goingto be any good unless the instruments produ ce worthwhile data
on which to base those judgments. There are tw o tundamental qualities inherent
in each instrument- test and technique. o test 1s perfect. Each one is flawed in
some way. And the bost available test s worthless unizss it 1s appropriate to the
purpose of the user. 50 a user of any of the contents of this book must be av« - of
the appropriateness of a test. as well as of the inherent qualities of th- test Anill-
used or undependable instrument is not likely to produceresults of any rerit.no
matter how impressive the numbers look and no maiter how many people are
tested. Error compounded 15 i1 error I a nreasuring instrument 1s undepend-
able or nappropriate, any juagments based on it are necessarily of doubtful
vaiue

for exan.ple. no one would put much faith i the readings of athermometer
that varied as much as eight degrees when medsuring per,c ns believed to have
normal temperatures. It 1s highiy unhikely that anvone would build a house using
a tape measure that stretched. Yo how often are judgments made about the
adequacy of peopie on the basis of te s that produced inaccurate results each
time they were used? Because of the uncertamn nature of human assessment, the
vanabiity of individual differences. and the relative crudeness of the available
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method it 15 unrealistic 10 expect tost scores that have the same reliabihty as
measurements made with a thermometer or tape measure. But it ss certainly the
goal of test users to get results with what they velieve to be a<atisfactory degree of
accuracy and dependability and to use those tests 1n appropriate circumstances.

This conclusion ei .phasizes the importance of two concepts: vahdity and
relizbility. Both are fundamental characteristics ot tests This section s intended
to discuss and explicate these concepts. Just what do those words mean when
t.cy are used to refer to tests?

The attibutes of validity in tests

Validity usually refers to the ability of atest to dowhat we want st to do. to test
what we want it {0 test and not sometd ng else. Nothing i1s gained if the test is not
valid for the purpose for which we intend it. A test that has high validity for one
purpose may have moderate validity for znother use and negligible validity for
still another. Unfortunately, there are no fixed rules for determining what
constitutes high, moderate, or low validitv. Validity 1s a matter of degree rather
than an all-or-none property. Through trasming and experience, a test user may
gain sufficient knowledge to make informed decisions about .alidity. Following
are some of the ways of looking at validity that a test user would wan.to consider
in judging the adequacy of a test for the purposes of human assessment.

There are a number of kinds ot validity that may or may not be present in a
test. the firstis usually called face validity. 1t means stiipiv *hat “on the face of tt”
the test “looks " as if 1t 1s vlid. 12 has all of the appearatices of being reasonable
and woithwhile; it seems that a person taking the test will nct be wasting his or
her time and that acceptable results are hikely *o be produced

If atest “fooks ail nght,” a person who 1s attempting 1t 1s more hkely totake it
seriously Face validity 15 essential to test motnation: when a test fooks
reasonable, those who take it are ikely 10 trv harder than they would if the test
appears to be of doubtful value

A ssmilar form of vahdits, but a much more sophisticated one, 1s content
valdity. This 15 sometimes known as intrinsic vabidity, arcular validity, logical
vahdity, course validity, curricular validity. or - testbook™ vahdity Like face
validity, content validity 1, nonstatistical, Contenty alidits refers to whether or not
the contentin question is likely to be revealed by the items *hat ropresent itins the
test Does a given stem. for nstance, cover a bit of iInformation that represents
part of the content that the test s supposed 1o -ssess? | the tems are drawn from
the substance or content of that ared we would probabls sav that the test “overs
ihe important parts of the content that it s supposed to cover and that it has
content validity

Sometimes the validity o1 the content of a test .« arrved ar by panels of
experts of authonties 1n that particular content areq 1t they agree that the test
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measures what it is purported to measure. their agreement is catled consensual
validity. The degree of consensuai vahdity will vary with ti.e content, which in
turn tends to determine the willingness of experts to arnive at consensus.

Factorial validity indicates that a test i a relatively pure measure of the
characteristic or variable in question. It means that the evidence of purity comes
from a"factor analysis.” Factor analysis is a statistical method for identifying the
basic interrelationhips among a set of items or tests. The statistical method
identifies the basic dimensions and separates all others. The dimensions, or
factors, are identified and 1solated by a staustical method. The facior is, in
essence, a statistical defimtior, of what the est 1 measuring.

Statistics, of course, do not “explain™ the test dimensions. so 1t 1s up to the
factor analyst 10 do so. This kind of validity s related 1o content validity. One
knows that the re<ults of the analysis constitute a particula; contentand not some
other kind of conteat. Namirg tne content isolated by the factor analysis s an
exercise in logical inference. The factors. however pure. are sometimes illusive
and difficult to categcnize accurately. The interpretation of the factors is
frequently regarded as being related to the construct val:dity of a test.

Zonstruct validity, somet nesknownas® _it”"validity, in. olves both thetest
itself and the theory underlying the test. for <ample. a test of attitudes toward
autkonty figures must be atest about figures 0: auisionty butitmust also be atest
of the theorv or the cc nstruct underlving the test. which s athiude. Not allte-*s
.sk.ng about authority figures are “attitude test<.”” just as tests that identify the
ma.imum a person can do in :.sponse to Mathematical guestions are not all
“achievement tests,” and tests that as. how a pc-son thinks are not all
“intelligence tests.”

Usually construct vahdity imohes a relationsnip between the scores
resulting from the test and some other. underhving vanable that shouid relate
psy chologically to the test If atest has constructyalidity th o tester should be able
to anticipate the basis for the resuits that are fikely to be obtained Comparingthe
anticipated results with the actual results checks the v alid.ty of both the testitself
and the theory underhy ng ine test.

Al 1= all, construct validity concerns the general psvchological meaning-
iuiness of the ~cnstruct that underlies the specific intent of the test. As i our
earlier example. in order to ., - a tet of attrrudes ebout authonty figures. a test
must first meet all of the requirements expected of a test of attitudes about
anvthing 1t must not violdte those (riteria. or 1wl not represent the construct
basic 0 the Imvestigation. and it will not have construct vahdity

Ahen the term emprrical vahidity s used. -« means the 1est does well in
measuning what s desired m practical situations 1 a test 15 cay good. the
“aoodness * of the test can be demonstrated by relating it to some criterion of
standard 1t there 18 o clear relanonship between the testscore and the cniterion.
then the test has high empinical vahidity 1 g score of eighty-three means rapid
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perfcrmance sn d asion making and a score of forty-two means slow per-
formance in decision making he tes: 1s useful in practical stuations in which we
wish to know about decisiun-making speed

Evidence of empirical vahidity 15 frequently obtained throush a valediny
“coetficient.” often a correlation between the 1>t and the criterion. The
coefficient 1s the statistic al evidence that two propertiesy an together systemati-
cally and thus are empinicilly joired 1t a test has empinical v ahichity, it can be used
for predictions and 1s highly practical 1or measuring what 1t 1 supposed to
measure. Hf a test has empinical validity, whatever its othe: faults, st ss usually a
valuable test,

Empincal validity 1s thought of as being concurrent or predictive. Tests have
corcurrentalidity to the extent that they can discriminate vetween t'ao or more
groups of people who, on tie basis of available e idence. are known to be
diiterent. Since the groups are different and the test scores shew :hem to be
different. the scores can b used to make inferences about a tran present in the
group. It is likely. 100. that the test can be used to d tingussh that trait in other
groups Sull another form o1 concurrent  alidity 15 the ability of test A to match
closelv the result ot another test. B. alreads known to bevahid 1itest Bisknown to
be valid, and test A accurateh matches the results and could also be used 10 dis-
cniminaie betw een different groups of test users we could infer that test A ssvahd
also. One”'good” test 1s used 1o validate another test of unknown Guabty,

As the word suggests. predictne validity 1s the abiliny of o test accurately to
predict the future performance or behavior of percons according 1 sorme
criteria Thisis vers much ke concurrent validity except for the ime drmension
Atest mav.intact have both concurrent and predictiz ey ahiditv. It may distinguish
a trait betveeen two groups known to ditter, and it mas gl have the capaaity for
allow ing the prc(]x( tion of that rrait in some proportc:nin the tuture Predictive
validity is highly practical It animy tigator can predics certain results (on the
baus o, tor example observation of a group: and can identihy Jhose predicted
resalts with g test the ivestigator will know it the tedt works. of etfectnely
discriminates 11 does it allows the m estszator 1o mgke accurae predic ions of
behavior in " reai-ite” atuations What w itheis 1o determine empancal vahidaty,
and what s likely 1o mtertere with 2 Usuall, the higher the cotrespondente
between the test and the catenor the better the empirical vabdiny, However,
some ather lactors inttude and need 1o be taken into consideraton in estimating
the s ahidity

Some tests lend themselues imare casih to validatie than do others for
some. the (iters of evaluation are easy to tind andtor others they are extremely
dithicult to fing o1 1o separate tram oiher (nteria tor example, n a well-
tesearched sub eti-matter area the cntor amaeht be well established and alrost
unnersally agreed upon by tecearcherns mithe arca In g nes ared of investigation,
it might be caticait 16 ger amy o researd hers 1o dreept even g common
definision tor swhat it 5 they are trang 1o, ind out For that reason, where good
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critena are hard to hind, we carnot expect to find high validuy coefficients. More-
over, because any two groups are bound 1o differ in some ways. a test tha’ works
well witn one group. that discriminates v.hat it 15 supposed to. may be nearly
worthless when used with another group As groups change. standards for what i
an acceptable validity coefficient may have to change also.

What have we said about the quality of tests? W hattest should vou use? How
can you know if one test 1s better than ancther? When canvou have confidence
that the test you are using 1s a good one? Earlier, we said that ihe purpose of atest
15 to allow a person to make a judgment about another person if the test 15
worthwhile. it 1s more ikely that the judgment will be also. In ordet for atest to be
worthwhile. it must be appropriate for the use intended. and it must also bevalid.
validity 1s the single most important attribute of atest. But there are several kinds
of validits. The vahdation process 1s one of determiming the relationship between
o variables the tes' and the critenon. The extent of this relauonship is the
correspondence between the two vaniables. the degree ot relatedness between
them. and this correspondence represents the extent to which the test is valid or
accurate. .

Although it 1« highly desirable that tests have face vahdity. content vahdity,
and construct validity and that experts validate this by consensus or by statistical
analysis. 1t 15 ven more mportant that a test have empinical vahidity of a
concurrent or predicine nature and that thes be represenied b as high a
correspondence as 15 ubtamable

The attributes of reliability in tests

Logicaliv, no test sy alid unlese it s abso relable 1t atest produces 1 differeni
wore each time 1t s used. we cannot be sure which ot the dHernt scores 15
worthw hile or whether any ot them isworthwhile So.in order to be vahd. it must
be reliable

Rareh do tests ever approach pertect relubilitv but we must know the
iimits ot the test and the contidence we can have in the score We must know how
precisely or how loosely we can interpiet a score that wsar tended to help us judge
the persor of the group In it swmplest teeme, the relabiliny of atestreters to the
Comiiens with which it megsures what it s suppoced to mescire 7ouinay have
motiegd, 11 o bave weighed vourselt on g ba'iio " ale that Jf vou step off
the scale and then back onto it vout sveght muy seem to vary as much as two or
three po nds Sincevou b wow vou havenn gatned or lost that much weightin
depping ot and onto the scale vou know that the saale facks some consistency
tor pounds and would probably be worvewith ounces W aould sav that the
re-habthity of the scaler s tauithy ana we woudd know that each ime ve use e
o ale although gur cep Lited weight imay be dose 1o our tual weight, st s ikely

10 vary, somewhat with each teding
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Itis important to note that some tests produce consistent scores, but they
aren’t any good for the uses towhich we wantto put them Atest may consistently
measure something other than the characteristic 1n which we ar2 inierested.
Since, strictly speakirg, one validates. not the measuring instrument, but the use
to which it will be put, it is not unreasonable that a reliable in<trument will be
invalid if improperly used. Rehabulity 1s necessary for validity, st it does fot
guarantee it. Just as there are different kinds of validity, there are different kinds
of reliability.

The first is usually thought of as external reliability 1f atest s given, and it1s
scored by five different scorers, and each scorer produces a different result, we
would say that the score was more a function of who scored it than a function of
the test stself. If a test 1s objectively scored. then the scorer will not influence the
results one way or another Similarly, if two or more observers are counting the
nuraber of stutters or are rating, on a scale, the severity of stuttering, we must
demand that these observers exhibit considerable agreement Interobserver,
interjudge, intercoder reliability gets at the extent of agreement between the
different peoplé classifying or rating the same phenomena. We simply want to
feel secure that the results of a measurement reflect th.> measure and not the user.

Another ferm of external reliability, and probably the most important
dimension of rehability. 1s temporal reliability, or stability over ume. if a test
produces one score the first ime it 1s gnen. and. given ag un three days later, it
produces very different results. we would have to doubt the reliability of the test
because it was not consistent over ime 1{ atest does not consistently measure a

trait or characteristic or behavior, what good can +t be? We have to have some_

assurance that whatever 1s measi.red 1s not aone-time event, thatshe score results
from the test. not from the time the :est was taken

Internal reliability 15 related somewhat 1o content validity. It means that any
two items of atest are testing th same thing So the first half of a test, aswell as the
last nalf. ur the even-numbered tems. as well as the odd-numbered items,
produce interchangeable results. because the eatire test conssstently gets at the
same content. Beyord the validity of appropriately representing the content,
content rehability refers to an internal consisteny of content

How 15 reliability achieved, and how can we know f a test s consistent
enough that .e arr able to rely on 1I? W hea can we have confidence that the
rehability 15 enough? The answer « that. just as there 15 a correlation. or
corresponderice, tor validity. there usualh s one tor rellabdity, as well But there
1 a difference The coefficrent for validits « usually the comparison of the test
with some external variable Reluabiliy 1< not concerned with what a test
exc mnes, so there 1 no outade vanable or criuerion Reliability 15 concerned
on.v with the consistency of the medsure, so1ts coetiicient s internal In order to
arrive at rehabihity, o inade vaniables must be compared  That mav sound
easter, but it s noj It may be usetul to remember that the word vaniable means
“not constant,” aid this vartabilinn can comphicate the quest for relabibiy
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Rehability 1s sard to be either absolute ui rclative Absolute rehabihity 1 the
vanability of 4 score i the subject were tested anambes ot times with thesame test
or with ditferent versions ot the same test We would compare each ot the scores
and derne what s called a “standard error of measurement.” which represents
the reliability of the test in an absolute sense. 1n terms of score units. The statistic
“SEmeas” indicates how much we could espect the individual’s score to vary
from one testing to the next This is not reliability 1n g generai o relitive sense.
and a SEmeas 15 not a reliability coetticient

Relative consistency 1s much more common and n usually what is referred to
when reliability 1s discussed Thisindicates the capacity of a test toproduce scores
that place the test-takers in a position in relation to one another, which results in
an index of overall dependability of scores. Relative relishility provides the tester
with a correlation coefficient. a coetficient of reliability’

Reliability coefticients are intended to provide numerical estimates of tests’
consistency. but how are they used? One use aliows estimation of the precision ot
the test as a measuring instrument. Another use 1s ter estmating the consistency
ot a test-taker s pertormances on a test The second purpose embraces the first.
We car krow about the unreliable performance ot a person on 1reliable test. but
we cannot know about the rehiable behavior ot a person on « n unrehable test.
The second purpose to which a reliable test mav be put s to show whether a
person’s behavior s characterntic

Aside trom the use of observers 10 dassity or caregorize phenomena, there
are three ditferent estimates of reliability. and these are arrived ot through three
difterent means thoush each produces a correlation coefficient. The three
estimates are tabilty equinalence. and homogenety The first is arrived at by
testing the same people on two ditferent occastons and by noting the degree to
which the two sets of scores are related. The reliability isthe correlation between
the o sete of scores and shows stability of the test over tume. The second 1s
arrnved at by a comparson of alternate torms ot the same test. The two tests will
have ditterent questions of items about the same trait, so they are equr alent. A
correlation of the scores rom the alternate 1orms s an estimate of their rehiability.

The third estimate of reliabiity involves the tse ot two scores for the same person.,

dore od trom a single sconing ot fandom halves of the same test Sphiting a testin

hait and compasing the seores o the halves 1s something dkin to the ‘equivalent
lorms mentioned earber The resgltng correlation s a measuie of the interral
consistency of the test and s genergthy considered to be a very conservative
estimate of rehability

In theory, a pertecth reliable test with no errors i measurement s onewitha
rehabiity coethicent ot <100 a totally unrefable test has a 000 rehabhity

coethaent Atotein rreliableion ~one  whnch all the scores are deternnnad

by chance and are notindscate  otthe o thea wessed Inpractice. of course,
there are e penectly, relianle tests, no e there pertectly unrehiable ones itis
best to conceps . ze gttt as being ov s continuum and the relability estimate
9 -
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as falling somewhere on that continuum from high to low. So the reliability
coefficient is ,elauve rather than true.

Naturally, we would like to have as much consistency as possible in our
measuring instruments, so, generally speaking. the higher the reliability coeffi-
cient, the better. As discussed earlier, there are methods and standard statistical
procedures that provide estimates of the consistency of a test.

But there are practical considerations as well, which may need to be taken
into account. The length of a test increases its reliability, so a shorter test 1s
probably less reliable. In a long golf tournament, a “reliable golfer” 1s ':*=ly to
win, but if itis too long, fatigue will take its toll of good and bad golfersa....e, just
as an excessively long test will.

A heterogenous group will increase reliability. so, in judging a test we
' should be interested in v’hether there 1s much variability in the test group the
score is taken from. . ’ L

In a test/retest correlation, a shorter length of ume between tesungs gill :
increase the reliability estimate. A test taker may remember parts of the test from
the previous session. .

Finally, consistent testing conditions (roum, heat, time of day, test administra-
tor, and so on) will increase rehability estimates, just as irregular conditions will
lower them. The ccefficient is a product of test length, group, time, and
conditions, so a high rehability estimate 15 no guarantee of a superior test and 4
low one is not a sure sign of a bad test. We should be able to vary our demands

.  with our testing needs and with the gravity of the decision to be made about the
adequacy of another human being. -

In the brief reviev.s of measures presented in this part of the present volume.
we have attempted, whenever we felt sufficiently informed, to make'judgments
concerning the adequacy of a measure. These judgments center on the validity
{usually either content, construct, concurrent. or predictive) and the reliability
(either external or internal) of a given measure. We hope this very brief

+ introduction to meastirement will provide vou with a basis for interpreting the
information rep srtec in the bref reviews and for understand ng the udgments
we express conc..mng !he measures presented

4
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Using the Brief Reviews of Measures 5

. x/ ’
Measures Grou ped by Function and Age

The alphabetical list of measures contains the names or titles of ninety
instruments, obscrvation systems, or category systems, for general assessment
procedures designed to yield information on some aspect of an individual’s
functional communication. Since functional communication is such a varie!
phenomenon, and sinc~ it e~ntains so many unique and separable dimensions,
you are unlikely to encounter any other theoretical construct (with the possible
exception of personality) as difficult to measure. The complexity of functional
communication forces us to impose on this construct an organizing scheme. This
organizing scheme 1s represented by the grid that follows these ntroductory
comments. 1 represents no theoretical point of view. It s simply an attempt to
group the measures, by fuaction and age, so the reader might better locate
measures of particular inteiest.

Functions tn our search for measures of functional communication, we
encountered an amazing array of instruments, category systems, and assessment
procedures. We huve grouped these measures into seven categories or areas of
communication functions These divisions are by no means absolute or mutually
exclusive. Using the gnid, it would be wise, once you have exhausted the
reasures listed for the category in which you are *10st interested, to examine also
the category you think would be most closely associated. We have tried, but may
not always have succeeded. to arrange the measures in such a way that their
various measurement purposes may be differentiated The following classifica-
tion of functions seems to us descriptive of the measures we encountered.
(1) Developmental Language and Communication Skills. This category includes
measures of both expressive and rec eptive language and heavily emphasizes the
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extent to which an indivtdual develops “normal” language and communication
skills. (2) Communicative Competence and Appropriateness. Measures in 1his
category focus much more heawily thon those in the first category on the
appropriéteness of an individual’s commun ~ative behavior. Thus, the measures
in this category are more situational in nature, typscally score responses in terms
of their inferred consequences or their appropriateness to the situation, and
include measures of such things as aggressive and disruptive communicative
behavior. (3) Receiving: Listening. This category emnhasizes the more-traditional
measures of the extent to which an individual understands, correctly interprets,
adequately processes, or retains, information presented orally. (4) Receiving:
Nonverbal-Sensitivity/ Empathic-Skills. This category includes a variety of mea-
sures also designed to assess receiving skills and to generate information
concerning an individual’s nonverbal sensitivity or empathic ability. These two
types of receiving skills are sufficiently related, both conceptually and operation-
ally, to have been piaced in the same category. (5) Apprehension/Anxiety. This
category includes measures of the extent to which an individua! feels or exhibits
apprehension or anxiety in anticipating or éxperiencmg communication <itua-
tions. It does noi include the more-general psychological measures of anxiety. (6)
Interaction Descriptiors. Measures in this category are primarily observation
systems or category systems. Those that are not nevertheless tend to remain at
the descriptive level of analysis. Some of the measures, though descriptive, allow
for inferences or judgments concerning either the appropriateness or the
consequences of communicative behavior. (7) Correlates® Disclosure/Accessibility;
Styles and Preferences; Attitudinal Correlates. Measures in this category are
primarily descriptive, but, in many cases, they are slanted either explicitly or
implicitly toward differences concerning the appropnateness or the conse-
quences of communicative bet avior. In some cases, the measures have been
used as evaluation cniteria for communication training or education. In other
cases, measures have been used as predictors of other criteria, such as relational
satisfaction,

We have attempted to keep the overlap between categories at a minimum,
given the variety inherent within the measures themselves. These categories are
best regarded as guidelines rather than as discrete classifications.

Age. The measures are also grouped according to three very general ages, for
which the measures are appropriate The measures are grouped according to
whether they are appropriate for early ages (infancy through elementary grades}),
middle ages (junior and senior high school), or later ages (college and adults). In
cases where a measure has been developed for use across age gioups, or where
various forms of the measure are available for different age groups, the measure
has been listed und¢ r each general age group for which itis appropriate. A auick
inspection of the grid will ident:fy discrepancies between the age groupings, in
terms of the measures we encountered within each functional area. For example,
developmental measures of language and communication skills are used
primarily with early ages, as expected. The measures that focus primarily on
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adequacy or appropriateness of communication behavior are designed more
frequently for use with individuals of coilege and adult age In some of the
functional areas. we encountered very few measures appropriate for use with
children, Similarly, a glance at the interaction descriptions category would lead
one to believe that most observation and category systems have been developed
for use with children at early and middle ages. On the contrary. we deliberately
included a number of observation gures for classroomsstuations, out of adesire
to make this volume more useful o classroom teachers This strategy is
responsible for the unusual distribution of measures 1n the interaction descrip-
tions category.

How to use the grid. In the brief reviews of measures contained in the next
section, the measures are arranged alphabetcally and are numbered consecu-
tvely. So. « you would like to know. for example, which measures will provide
information on the histemng abilities of junior and senior high school students,
look at the grid where the function*‘Recewving: Listening” intersects with the age
category “middle,” and you will tind four numbers {9, 15. 31, and 80). In the
section following this one, *'Brief Reviews of Measures.”” measure 9 1s the BLB
Geometric Figures Test, measure 15 1s the Brown-Carlsen List zning Comprehen-
sion Test, measure 31 1s the Hyin Orai Interview (1976 edition), and measure 80 1s
the STEP Listening Test Each of the numbers n the grd refers to the
corresponding number of the brief review for that measure. contained in 2
next section of this volume.

Measures grouped by function and age

. FARLY SMIDDLE LATER
intancy=elementars  qumor=se o high college-adult
Developmenta! 7.1 19.24.2 0. 31,57, 8‘7'.?)6“——56 - T
language and 32,42,44,49 57.87.
communicaton sktlls 88.90
Communication TTUUE40.51.50 55 2.34.55.61.  13,16.23,33.34.
competence and .72 7.72 35.56.61.64,65.
appropriateness 73.76.77
Recewing 2580.83.84 9 15.31 80 T9.15.31.80
listening
Receiving N ¥ 434 22,27 k.38,
nonverbal sensitivity 43.68.70
empathic skills
A-;m);)—r;;h_(;ns.l(-)n anxiety 18 62 3,4,12.62 63.6b
73,79, 86
Interaction desc riptions 1.5 17,28 53,59, 1,5 17.28. 10,21,50.67
78 81.82.89 50,59.78. 81,
82.89
Correlates 48.85 14,45 45 "4 6.8 14.26, 37,
disclosure/accessibhty 45 39. 45.46.54.58,
styles and preferences 60.69.74.75. 85

athtudinal correlates
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Alphabetical List of Measures

1
2
3
4
5
6
7.
8
9.

N r el el ol ed wd o el md ed
‘UN—E)@Q\IG\W&WN’—IQ

- Adams-Biddle Category System

. Aggression Inventory

. Anticipated Communication Anxiety—Form D
. Anxiety and Speech in the Initial Interview

. Aschner-Gallagher Category System

. Ascription of Responsibility Scale

Assessment of Children’s L anguage Comprehension

. Awareness of Consequences Test
. BLB Geometric Figures Test
. Barrett-Lennard Relationships Inventory

Basic Concept Inventory

. Behavioral Assessment of Speech Anxiety

. Biographical Survey I11 Scale

. Brief Measures of Explorations of Preferences and Behavior
. Brown-Carlsen | istening Comprehension Test

. Carkbuff’s Rating Scales

. Cerli Verbal Behavior Classification System

. Children’s Audience Sensitivity Inventory

. Children’s Language Assessment Situational Tasks
. Clozentropy—Enghsh Language Proficiency

. Coding Communication at the Relationship Level
. Communication of Affect Receiving Ability Test

Communication Rating Scale

. Communicative Evaluation Chart rom Infancy to Five Years
. Cooperative Primary Tests

. Dogmatism Scale- -Fcrm £

. Facial Meaning Lensitivity Test

. Flanders System of Interaction Analysis

- Houston Test for Language Development

. Hlinois Test of Psycholinguistic Abilst.es

. llyin Oral Interview (1976 edition’

. Infant Adaptauon Scales

. Intespersonal Check List

34. Interpersonal Communicat.on Inventory

Interpersonal Compeience Scoring System

. Interpersonal Perception Method
. Intimacy Scaled Stmuls

Jones-Mohr Listening Test

. Jourard Self Disclosure Questionnuaise
. Kohn Social Competence Scale
. Language Ability Test of the Language Art< Tast
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. Language Communication Skills Task

. Leath.~rs’ Nonverbal Feedback Rating Instrument
. Linguistic Ambiguity

. Machiavdllianism Scale (Mach V)

. Measurem *nt of Semantic Habits

. Measureme it of Social Intelligence

. Message Pre‘erences

. Metropolita 1 Readiness Test

. Modes of Communication

. Modes of Speecn Continuum

. Nonverbal Measure of Children’s Frustration Response
. Observation of Socialization Behavior

. Orientation Inventory

. Pagel’s Interpersonal Tactics Stories

56. Palo Alto Group Therapy Scale

. Peabody Picture Vocabulary Test

58. Perceived Confirmation Inventory

. Performance Record for the Personal and Social Development Program
. Performance Style Test

. Personal Orientation Inventory

. Perscnal Report of Communication Apprehension

. Personal Report on Confidence a a Speaker

. Porch Index of Communicative Abilities

. Purdue Basic Oral Communication Evaluation Form

. Receiver Apprehension Test

. Resource Process Coding System

. Scale to Measure Affective Sensitivity

. Self Disclosure Questionnaire

. Sensitivity to Vocally Expressed Emotions (our title}

. Sentence Completion Form

. Situation Exercises

. Situation Test

. Situational Preference Inventory

. Social Accescibility

. Social Adjustment Behavioi Rating Scale

. Social Insight Test

. Southwestern Cooperative Educational Laboratory Interaction Observation

Schedule

. Speech Anxiety Inventory

. STEP Listening Test

. System for the Analysis of Classroom Communic ation
. Teacher-Child Dyadic Interaction

. Test of Listening Accuracy in Children
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. Tests for Auditory Comprehension of Language
5.
. Unwillingness to Communicate Scale

. Utah Test of Language Development, revised edition
. Vance Language Skill Test

. Verbal Interaction Category System

. Verbal Language Development Scale

Torrance Tests of Creative Thinking (verbal scores)

‘
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1. Adams-Biddle Category System

This category system is usec to observe, usually for research purposes,
communication occurring in classroom settings. Because it is a relatively complex
category system, the coding is done by two observers, and it requires that major
blocks of information be scored from video or audio tapes. The category system
itself focuses upon six classes of phenomenon: (1) Role. This class includes
persons to whom the communication is directed, who are attending to the
commutiration, and who are manifesting nonattending behavior. (2} Role allo-
cation. This dimension consists of eight categories that identify and discriminate
among constellations of individuals in the classroom setting. (3) Role locations.
This dimension identifies physical locations in the classroom by dividing the class-
room into twenty-five equal ceils. Areas of the classroom are organized along
vertical and horizontal dimensions. The categories within ear . of these dimen-
sions identify areas of the classroom snwhich action occurs. (4) Communication
structure. This dimension identifies patter ns of communicating groups within the
classroom. It is organized according to three major categories: central group,
peripheral groups, and disengaged actors. These major categories are combined
to yield fifteen categories describing the structure of communication within the
classroom. (5) Role structure. This dimension focuses on the pattern of
commurucation roles. Patterns of communication roles are classified according
to five categories. The five categories identify combinations of auditor, emitter,
and target roles, (6) Function. This dimension identifies specific kinds of
classroom activities. The categories of function include relevant subject matter,
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nonscheduled subject matter, socialization, urganization, operations, informa-
tion dissemination, and intellectualization. The category system generates a
considerable variety of information. 1t would require considerable training in the
use of the category system. It is best used with muluple observers assisted by
video or audio tape recordings.

Availability of measure: Adams, Raymond . and Biddle, Bruce P.Realites ot
Teaching: Explorations with Videotape. New York. Holt, Rinehart and Winston,
1970.

2. Aggression inventory

This inventory consists of seventeen situations commonly occurring at
school and at home. Each situation 1s described so that either the respondent is
the target of aggression from others or the respondent reacts to a hypothetical
situation in which aggression is a plausible response to the situation. Each
situation is followed by four alternative responses or reactions to t.e situation.
These alternatives are scaled from one to four, low scores indicating nonaggressive
response and high scores indicating aggressive response. The subject selects one
alternative for each situation described. A total score 1s produced by summing
acioss the seventeen responses. One of the situations contained in the inventory,
with the responses rearrangad from low to high levels of aggression, follows:

3. The teacher is out of the room. You are all working on a test assignment.
The person in front of you turns around and scribbles on your test paper. Would
you:

d. Erase the marks and finish your test?

¢. Watt and tell the teacher he comes back?
a. Scribble back on his paper?

b. Hit him?

The situations are not as completely described as they are in the Pagel
Interpersonal Tactics Stories. However, there are more situations presented in
this inventory, and the responses are scaled, whereas, in the Pagel instrument,
responses are coded only as either violent or nonviolent. If used for research
purposes, the researcher would have tc develop information concerning the
adequacy (reltability and validity) of the inventory, since none 1s reported.

Additional information: Doyal, G. T.; Ferguson, J.; and Rocawood, . “A
Group Method for Modifying Inappropriate Aggressive Behavior in the Elemen-
tary School.” American Journal of Ortho-Psychiatry (1971): 311-312

3. Anticipated Communication Anxiety—Form D

Thisinstrument assesses the tendency ot individuals to expect themselves to
be anxious or frightened 1n situations in which they will be required or expected
to express themselves orally. It 1s a seli-report, paper-and-pencil inventory,
requiring subjects to estimate the amount of fear they expect to experiencewhen

4
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required to communicate N vanous situ  ons The inventory consists of fifty
items, 2ach item scaled across seven intervals A factor analysis of the inventory
isolated the following major dimensions (1) size of audience, (2) detached
setting versus interpersonal setting. (3) status ditierence between source and
hsteners, (4) degree of self-defense imphed by the situation (fault versus no-
fault). The instrument was developed and refined by sampling college student
responses. lts relability 1s more than adequate. Its vahdity 'vas established
through a number of procedures. icluding demonstrating a correspondence
between anticipated communication: anxiety (ACA} scores and observer ratings
of stage fright in classroom public-speaking situations and n panel-discussion
situations for women but not for men Concurrent validity was established by
correiating ACA scores with psychological inventory scores (Cattell and Eber 16
P.F). For both men and women, high ACA scores were associated with timidity,
shyness, submissiveness. and dependence For men only, high ACA scores were
associated with ssimple nervous tension. For women only. high ACA scoreswere
associated with mtelligence, guilt-proneness. insttutional instability, and con-
servatism of temperament

Avallability of measure. Page. Wiiliam T “The Development of a Test to
Aeasure Anticipated Communication Anxiety " Doctoral dissertation, Unsversity
of ilhnos, Urbana-Champaign. 1970

4. Anxiety and Speech in the Initial interview

This assessment procedure employs an interview setting to gererate four
temporal measures of speech anxrety silence quotient. reaction tme, speech
rate, and articulation rate An interview is taped and plaver  »ck for analysis.
Required tme readings are made with a stop watch Reactic  ..ne 1s a mean of
the duration tin seconds) of intervals between the interviewer’s remarks and the
interviewee's responses, with two seconds as minimum criterion for a silent
pause. Speech rate 1s the number of words uttered per second ot total speaking
tume, including pauses Articulation rate s the number of words uttered per
second of speaking time. defined as total response time minus pauses. The silence
quotient s obtained by summing the duration of all pauses and then dividing by the
total response time This assessment procedure 1s used to investigate anxiety as an
activator of speech tuncreasing productinity) and as a disruptor of speech
(ncreasing the trequency of speech disturbances) Interscorer rehability for
reaction ime, total time of response and sident pauses., the basic data fromwhich
all temporal indices are derved. 1s reported o 697, 099, and 0 96, respectively.
Some reasgnable doubts concerning the construct validity of the measure may be
present. since nconsistent results are obtained across experiments, and incon-
sistent relationships an Hng the temporal indices are present

Additional intormation Fope. B, Siegman. A W . Rlass. T “Anxiety and
Speech in the Tl Interview " Journal o Consulting and Chau il Pavchology
119701 233-234
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5. Aschner-Gallagher Category System

Used primarily as a training aid, this category system focuses upon the kinds
of questions teachers ask in classroom settings. Results ¢ e used to provide
feedback to teachers, with the apparent purpose of broadening the types of
questions typically used by teachers. This category system provides the most-
accurate information when used with multiple observers assisted by tape
recordings. The system is organized around five broad categories: each of these
categories is further subdivided into categories of greater specificity. (1} Routine.
This category identifies behavior directed toward routine procedural matters. The
categories herein are blocked according to those dealing with the management
of the classroom, the structuring of class disrussion, and judgments directed
toward students’ performance. (2) Cognitive-Memory. This category isolates
events characterized by the simple reproduction of facts, usually through
recognition. rote memory, and selective recall. The categories herein are blocked
according to three major dimensions:, recapitulation, clarification, and factual.
{3} Convergent Thinking. This category identifies thought operations involving
the analysis and integration of remembered or presented data. The categories
herein are blocked according to four major dimensions: translation, association,
explanation, and conclusion. (4) Fvaluative Thinking. This category identifies
thought in terms of its judgmental nature and blocks the category into
characteristics of verbal performance, such as unstructured, structured, and
qualification. (5) Divergent Thinking. This category classifies thought sequences
generated in a situation in which data is scarce and in which new directions or
perspectives are taken. Its subcategc -ies include elaboration, divergent associa-
tion, implication, and synthesis.

Availability of mecasure: Aschner, Mary Jane. “The Analysis of Verbal inter-
action in the Classroom.” In Theory and Research in Teaching, edited by A. A,
Bellack. New York: Teacher’s College Press, Columbia University, 1963.

6. Ascription o Responsibility Scale (our label)

This snstrument 1s included here because it deals with the consequences of
interpersonal actions. It specifically assesses the extentto which responsibility for
the consequences of interpersonal actions are ascribed to self or to outside
factors. Explicit or implicit rationales for ascribing responsibility are expressed in
ter, of blame, fault, forgiveness, extreme provocation, absence of tntention-
ality liness, legahty, and preoccupation. The instruinent consists of twenty-four
additiunal and self-descriptive items. It 1s scored in terms of the number of items
for which responsibility for the consequences of interpersonal actions are
ascribed to self. This instrument was developed and tested primarily on college-
student samples. It exhibited adequate test/retest reliability, even over an
elapsed time period of seven to ten months. A number of validity checks were
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execused. The principal check demonstrated that high scorers (ascribing
responsibility to self)y behaved more cooperatively than did low scores in a
“Prisoner’s Dilemma’’ game, following trials in which the high scorers had gained
at their partner’s expense by competing while the partner cooperated. The
assumption underlying this validity check was that individuals who ascribe
responsibility to self for the consequences of interpersonal actions were likely
to modify their own behavior when such behavior proved disadvantageous
to another. The instrument appears to be areasonably valid measure of aunique
dimension of interpersonal competence, the ascription of responsibility for the
consequences of interpersonal actions.

Availability of measure: Schwartz, S H. “Moral Orientations and Interper-
sonal Conduct in Moral Encounters.”” Doctoral dissertation, University of
Michigan, 1967.

7. Assessment of Children’s Language Comprehension

The Assessment of Children’s Language Comprehension (ACLC) attempts to
determine the level at which a child is able to process and remember lexical items
in syntactic sequence. It assesses understanding, not expressiv. language. The
test has four subtests; one measures vocabulary development and receptive
language skill, the other three measure aspects of language comprehension. The
test also has five elements. spread throughout, that assess various aspects of the
child’s relation to the envitonment; these ..re agent:  :tions, relations, objects,
and attributes. The test s appropriate for use with ages two throtgh six. The ACLC
consists of a series of plates and a recording sheet. It takes about ten minutes to
administer. The average first or second grader should score perfectly. Raw scores
are in the form of the percentage of coriect responses for each subtest. The test’s
internal reliability 15 high Insufficient information 15 available to adequately
evaluate the validity of the instrument.

Availability of measure. Consulting Psychologists Press, 577 College Avenue,
Palo Alto. California 94306

8. Awareness of Consequences Test

This projective test, developed through sampling college students, assesses
the extert towhich an individual’s decision-making process indicates awareness
of the potential consequences of his or her behavior for the welfate of others.
Responses are scored according to three dimensions (1) considerateness,
behavior intended to relieve or avoid aggravating the inferred distress of another
person or group, (2) rehability, behavior intended to fulfill an obhgation incurred
toward another persor. or group, and (3) helpfulness, behavior intended to meet
an expressed need of another person or group. Nine hypothetical incidents are
presented 1n writing. The respondent is required to imagme self or a peer faced
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with thede. onto actineach hyp'otheural inadent. The respondent describes
the thoughts and feelings present in the minds of individuais tacing the
hypothetical decision s:ituations. Subjects also respond to a series of statements
requiring the endorsement, in varying degre«  of the actisns contemplated by
the central figure: in the hypothetical inciden:ts Codars score subject responses
for each of the three dimensions—considerateness. reliability. and helpfuiness—
on five-point rating scales. Interobserver reliability tor two caders rating subject
responses on the five scales reached ninety-three percent agreement within one
scale interval. An argument tor concurrent vahdity 1s supportable through
demonstrated correlations of subjects’ scores. with peer ratngs of subject
behavior.

Additional information: Schwartz, 3 H "‘“Words. Deeds. and the Perception
of Consequences and Responsibility in Action situations " Journal ot Personality
and Social Psvchology (1968). 232-242

9. BLB Geometric Figure Test

This 15 a version o! a general procedure that has been used in both research
ord training  An individual 15 instructed to describe a preassigned geometric
design to an audience At the conclusion of the speaker’s description, the
audience 15 asked to duplicate the tigure the speaker has described. This version
s intended to be used with groups. each individual serving as a speaker once and
as a histener to other members of the group Accuracy scores are used 1o infer
both encoding skills (accuricy of others when the subject is the speaker) and
decading skills *accuracy of the subject as hstener, with others as speakers). Three
levels of geome *ric figures are available Sco.es are based upon the accuracy with
which geometric tigures are duphicated by listeners Lich hstener's drawing may
obtain amaximumscore of eight points. with one pant deducted for each of four
types of error Each speaker is scored by the total points of her or his audience.
Each iistener’s score 15 compared with the other listeners” scores. The procedure
was developed primanby for use with cellege undergraduates, but it may Le
considered applicable to other age groups Some vabdation intormation
reported that demonstrates a correspondence between the total and levet 1
Iistening scores for males and scores on the Brown-Carlsen listening test

Additiongl intormation 1 :ieb-Brilhart, Barbara "' The Relationship Between
Some Aspects of Communicative Speaking and Communicative Listeming ™
Journal of Commuanication (1965 35-46

10. Barrett-Lennard Relationship Inventory

*

Developed to «Wdentifv the extent ta which g patient percenes certain
attit schinal conditions in g therapist’s communication. this instrument has baeg
used 1n q vanety of attanons other than therapy These other settings have
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included parent/child and nurse/patient communication srttings. The inventory
consists of sixty-four statements, each rated by the resp ~ndent in terms of the
attitudes exhibited toward the respondent by the other. The inventory yields four
subscores: level of regard, empathic understanding. congruence, and uncondi-
tionality of regard. The four subscores reflect conditions hypothesized by Carl
Rogers as instrumental to therapeutic growth and change. The theoretical
assumption underlying the inventory s that these conditions mus: 1ot only be
present in the attitudes of the therapist but must also be communicated to the
client, in order for growth and tmprovement to occur. Considerable information
concerning the adequacy of this measure, and subsequent revision of it, is
available For some general information that might assist 1n deciding whether to
use the inventory, under what conditions, and with what kinds of individuals, see
Truax, Charles B.. and Carkhoff Robert R. Toward Effective Counseling and
Psychotherapy Training a.id Practice (Chicago: Aldyne, 1967).

Additional information: Barrett-Lennard, | | “"Dimeusions of Therapist
Response as Causal Factors in Therapeutic Change.” Psychologrcal Monographs.
Ceneral and Applied (1962): 76.

11. Basic Concept inventory

This tnstrument represents an attempt to identify the extent to which a child
1s familiar with those basic concepts used 1n explanations and instruction in the
first grade. 1t indicates whether a child 1; famihar with conventional statements
and whether he or she can understand them It also indicates whether the child
can percewve the similarity of elements sequenced 1n a pattern and consequently
can perceive other patterns when a teacher presents them in demonstrating a
new concept. The subtests include (1) basic concepts. such as plurals, full
statements, and recognition of inadequate 1r-ormation; (2) statement repetition
and comprehension, and (3) pattern awareness. It 1s appropriate ‘or preschool
and kindergarten-aged children The mnventory must be given individually and
requires an estimated twenty minutes per child The child 1s asked to perform
such tasks as naming from a picture, following directions, simple problem
solving, sentence repetition. comprehension of words, 2 1 demonstration of
competence insyllabic fusion. Considerable verbalization on the part of the child
15 required. The administrator must have practiced the test to insure accurate
results. Usual information concerning test adequacies {rehability and validity) ss
not available. This test was developed as a “criterion-referenced’™ test; that is.
items are developed 1n such a way as to assess specific skills that presumably must
be present in order to meet particular educational objectives. The assumption is
that,if th» child has trouble with any item. the skill required in that itetn should be
tac ght, For an explanation of the development ot the test. see Engelman,
Siegfried, The Basic Concopt Inventory (Chicago: Follet, 1967)

Availabiity of measure Follet Educational Corporation, Feliet Publishing
Company. 1010 West Washington Boulevard, Chicago., 1linoss 60607.
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12. Behavioral Assessment of Speech Anxiety

This instrument assesses anxiety in terms of its behavioral manifestations
during a public-speaking situation. The spec:fic behavioral dimensions ad-
dressed by this instrument are rigidity, inhibition, disfluenc, and agitation. There
are eighteen scales against which a judge or observer rates an individual’s
speaking behavior. Each scale consists of ten intervals. More than one rater is
suggested. The training required to familiarize raters with the scales and toreach
an acceptable level of interobserver reliability takes approximately three hours.
1ue instrument was developed and tested through sampling undergraduate
college students in fundamentals speech courses. Interobserver rehability across
twelve raters was very high. Separate reliability esimates for the eighteen scales
range from 0.70 to 0.96 (one scale, “swallows,” produced a very low reliability
coefficient). Evidence of validiy is reasonably sirong in two areas: (1) The
dimensions being rated are derived from a very careful review of literature, and
(2) evidence i< reported concerning decreased anxiety scores on this instrument
between the first and the fourth speeches in fundamentals classes, and the
decreased anxiety scores derin ed from this rating procedure corresponded with
decreased anxiety scores on a self-report measure. fn addition, twelve raters
employing this instrument were compared with ~ighteen observers who rated
only overall anxiety, with high correspondence. A judging procedure has been
employed for assigning rates to the eighteen scales by havingjudgesindicate .he
importance of each scale in contributir.g to the decision of overall anxiety level.
This instrument seems useful 1n 1solating specific behavioral dimensions of
anxiety. Consequently, it may be more useful in educational and training settings
than would other measures of speech anxiety.

Additional information: Mulac. Anthony. and Sherman. Rbbert A. *“Behav-
1oral Assessment of Speech Anxiety.” Quarterly Journal of Speech (1974):
134-143.

13. Biographical Survey Il Scale

The scale assesses social competence in college males. It consists of twenty
items, some in mult-ple-choice form, others requinng anumerical response. One
point is ass:gned to each answer in the direction of social competence, hence the
maximum score 15 20. The items require reports of verifiable behavior or
biographical information that reflected socual participatinn, interpersonal com-
petence, achievement, and environmental mastery A conceptualization of social
competence upon which the scale 1s based includes a history of frequent and
positive social interaction with boti sexes. participation n organizing, and
directing group activities, better-than-average academic influence and achieve-
ment, acceptance of authonty, ability to aisc ipline oneself. an unbroken and
secure family background with definite indications th it personal trecdom and
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responsibility have been encouraged. participation 1n athletic activities, some
participation in soclally desirable adult behaviors, such as church attendance,
drinking, and interest in world affairs. This conceptualization of social com-
petence clearly emphasizes extroversion, actity, and decisron making. In
general. the validation procedures reflect the same conceptual orientation. For
example, fraternity members were asked to identifv comembers with whom they
would most and least prefer to double-date. The “‘most-preferred” members
scored significantly higher on the competence measure than did the “least-
preferred” members. Auditionai moderate evidence of concurrent validity 1s
suggested through correspondence of social-competence scale scores with
scores on other personality inventorses. The validity of the measure, for social
competence as conceptuahized above, appears adequate The internal reliabiliy
of the measure may be assumed to be adequate. since the test developers began
w.th an initial tem pool much larger and reduced the stem pool through item-
total correlations.

Addiional information: Lanyon. R 1 “Measurzment o1 Social Competence
in College Males * Journa! of Consulting Psvchology (1967 495-498.

14. Brief Measure of Explorations of Preferences and Behavior

This self-report insirument 1> appropriate for research purposes. It focuses
on the extent to which an individual >eeks new encounters with others and new
ways of performing activities or 01 a general propensity to engage in exploration
behavior. It 1s included here because a substantial part of the instrument deals
with social explanations. 1t contains items on which subjects report actual
behavior and items directed toward the identfication of preferences. The items
on which behavior is reported are scaled in terms of the frequency with which the
exploration behavior isemitted The iters un which preferences arereported are
rated on Likert-typu scales. The internal relability of the social expioration
subscale 1s 0.88. Some evidence concerning the discnisminant validity of the items
15 presented, suggesting that social-exploration behavior and social-exploration
preferences are. at feast. moderdtely indeper.dent dimensions. This 1s a uniqué
instrument., targeted toward a specitied dimension of communication not
awessed by other instruments reported here

Avallability of measure Edwards. E. W “Explorations and the High School
Experience A Study of Tenth Grade Bovs' Perceptions of Themselves, Their Peers
and Their Schools * Doctoral disserzation, Gniversity of Michigan, 1971,

15. Brown-Carlsen Listening Comprehension Test
This instrument assesses histening comprehension 1t s brokeninto subscales

for mmediate recell, following directions, recognizing transitions, recognizing
word megnings, and lecture comprehension  (See Bateman, Frandsen, and
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Dedmon, Journal of Communication (1964)° 183-189 for the results of a factor
analysis of this test.) The examiner reads passages aloud, and the respondent
marks answeis on a separate answer sheet. Raw scores are transformed into
percentile ranks. The test is normed for grades nine through thirteen. It has two
equivalent forms. The correlation betweei equivalent forms is - *ported to be
1.78. Most of the reliability information on the measure deals with its internal
consistency. Internal reliabilities are reported at 0.86. Norms are based on
samples from twenty-five schools, covering sixteen states. Two thousand students
constituted the norming base for each of grades nine, ten, eleven, and twelve,
College norms are based on a sample of three-hundred freshmen.

Availability of measure: Harcourt, Brace, Jovanovich Inc.,757 Third Avenue,
New York, New York 10017,

16. Carkhuff’s Rating Scales

Or = of the better assessment procedures for rating effective communication
in relationships, these rating scales require the use of trained observers. Theyare
used imost appropriately with adults. These scales may be used to assess the
communication of empathy, respect, genuineness, and self-disclosure by having
a trainad rater make judgments concerning the level of a particular dimension
communicated by one person in a relationship to the other person. In each
instance, the ratings extend from one to five, with a rating of three regarded as
the minimal level for facilitative interpersonal communication. Observers rate
the interaction generated by two people either through unobtrusive observation”
(using one-way mirrors or microphones) or from tape recordings. “‘Empathic
understanding jn interpersonal processes’” is rated from level 1 (in which one
person does not attend to or detracts significantly from the expression of the
other person) through level 3 (in which one person’s response is essentially
interchangeakle with the exnression of the other person) to level 5 {in which the
first person adds significantly to the other’s expression} ‘““Communication of
respect 1n interpersonal processes’ 15 rated from level 1 {in which one person
communicates a clearly negative regard for the other), through level 3 (in which
one person communicates a positive concern for the féelings, experiences, and
expressions of the second person), tolevel 5 (inwhich one person communicates
a very deep caring for the human potential of the second person). “Facilitative
genuineness in interpersonal processes’ 1s ratea from level 1 (in which one
person’s responses are clearly unrelated to wrat he or she is feeling or in which
genuine, but negative, responses appear to be totally destructive to the second
person), through level 3 {in which the-e is an absence of discrepancy between
what the first person says and feels). to level 5 {in which one person is freely and
deeply himself or herself. able to employ pntentially hurtful responses in a
constructive fashion). “Facilitative self disclosure in interpersonal processes” 1s
rated from level 1, in which the first person actively attempts to remain unknown

110 Assessing Functional Communic ation 1 _1 2

ERIC

Aruitoxt provided by Eic:




Q

to the other), through level 3 (in which one person volunteers relatively vague
and abstract information about self), to level 5 (in which one person constructive-
ly volunteers intimate and detailed material about self). Both intraobserver and
interobserver reliabilities for all of these scales are reported 1o be aimost always
over 0.70 and frequently in excess of 0.90. The early development and refinemenit
of these scales was restricted primarily to therapeutic settings, and most of the
validation information on the scales is restricted to therapeutic situations. There
is an impressive amount of validation work that demonstrates that ratings are
excellent predictors of client improvement on a variety of therapeutic outcome
indices. Therapists rated high on the dimensions assessed by these scales seemed
to promote more growth in clients than did therapists rated low. Recently, theuse
of these scales has generalized to nontherapeutic settings, particularly inter-
personal relationships. Construct validity of these scales for assessing facilitative
communication in relationships seems quite high.

Availability of measure: Carkhuff. R. R. Helping and Human Relations, vol. 2.
New York: Holt, Rinehart and Winston, 1969.

17. CERL! Verbal-Behavior Classification System

Designed for use in both reszarch and training. this category system
represents un attempt to simplify elements from other existing category systems
It may be employed b, asingle observer, who codes interaction as it occurs. It is
designed for use in classroom and other instructional settings. It is a two-
dirttensional system consisting of four substantive categories and four process
categories. 1he substantive categories focus upon what is happening and include
categories that identify cogmitive memory. productive critical thinking, ex-
pressed emotion, and class management. The process categories focus upon how
the interaction treats the substance and include categones that identify seeking,
informing, accepting or approving, and rejecting or disagreeing behaviors. The
main feature of the category system 1s the fact that the substantive and process
categories are arranged in the form of a four-by-four grid. yielding a total of
sixteen catego . Each of these sixteen caiegones represent an intersection
between one of the four types of substantive categories and one of the four types
of process categories. For example. the intersection between the process
category “seeking” and the substantive category “productive rritical thinking”
yields a category subscripted ST, it identifies interaction that asks for reasoning,
explanat’on. interpretation. judgment. or evaiuation. The intersection between
the process category ““accepts or approves’ and the substantive category “ex-
pressed emotion' results in a category subscripted AD; it identifies interaction
that approves or empathizes with the feelings expressed by another. The four-by-
four grid represents all combinations of the four substantive and process categor-
ies. Although unusualy simple, and based upon a relatvely small number of
categories, this system 1s one that deserves examination, both for its potenuial use
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in research and for the utility, for training purposes, of the information it we sld
generate. It makes reasonable distinctions about different contents of communi-
«ation. It differentiates aspects of the normative process, accepting and rejecting.
And it differentiates between two broad communicative functions, seeking and
informing,

Availability of measure: “CERLI Verbal-Behavior Classifications System (CBC}.”
Northfield, Hlinois: Cooperative Educational Research Laboratory, Inc., 1969,

18. Children’s Audience Sensitivity Inventory

This self-report measure assesses predisposition to be anxious before
observers. It contains three subscales: audience anxiety, exhibitionism, and self-
consciousness. It consists of thirty-five stems relevant to a classroom situation. its
development has been primarily for third, fourth and fifth grades. It requires
approximately twenty minutes to complete. Each person’s score is determined by
the number of items to which he or she responds ““true.” internal reliabilities
range from 066 to 0.80. Test/reiest reliabilities range from 045 to 0.62.
Concurrent validity for the scale seems reasonably well established. Validation
included demonstrating a correspondence (though mcderate in strength)
between selected subscale scores and the willingness to participate in a “skit
night” at a summer camp.

Additional information: Paivis. Allan. ““Child-rearing Antecedents of Audi-
ence Sensitivity.” Child Development (1964): 397-416.

L

19. Children’s Language Assessment—Situational Tasks

L

This 15 a general assessment procedure directed toward collecting language
samples within normally operating classrooms. Four children and a teacher are
recorded while engaging in three sets of activities: (1) Teacher and students
examine the contents of a “mystery bag” containing twenty-seven common
household objects. This first set of activiies requires approximately fifteen
minutes. (2) With an unfamiliar adult. the group examines a set of eight picture
cards, apparently involving a task with no set solution This second activity
requires approximately fifteen minutes. (3) In the third activity, the students - e
lef-alone for approximately five minutes with the tape recorder running. The
tape .ecordings are then returned to the Anizona Center for transcription and
analysis. Teacher and child outputs are 1sulated for an analysis of basic language
dimensions. This analysis produces scores on the following variables: average
number of words per child. type,token ration, ratio of present verbs to total
verbs, words not on Dolch Vocabulary List. number of complete T-units (a T-unit
is the simplest part of a sentence that can stand alone. together with any
subo, dinate clauses that may be grammatically related). percentage of complex
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T-units, child-initiated questions, and assignments of words to cartoon characters
and task-specific utterances 1o total utterances. The transcription and coding 1s
conducted by a team of research assistants. Twenty percent of each staff
member’s coding is recoded by another assistant. Reliability of the coding is
checked for each set of recordings analyzed by the Arizona Center. intercoder
reliabilities range from eighty-nine percent to one-hundred percent.

Availability of measure: Arizona Center for Educational Research and
Development, Unwversity of Arizona, Tucson. Arizona.

20. Clozentropy/English Language Proficiency

Cloze procedure < a general measurement strategy, occasionally used to
assess the acquisition or retention of information fromstimulus messages. We are
treating this particular use of the general strategy as a unique instrument, for two
reasons: (1) The instrum ent focuses upon the ability of subjectsto predict proper
word usage from contextual cues. Its focus is upon the linguistic performance of
foreigii students, and, therefore, *t represents a more-specific use of cloze
procedures. (2) Darnell’s use of cloze procedure for testing English-language
proficiency of foreign students ultimately produces data of a different nature
than that produced by the traditional use of cloze procedure. Four samples of
prose, each five-hundred words in fength, constitute the suimulus passages. Two
passages are of engineering content, two of liberal-arts content. Every tenchword
in each passage has been deleted. The passages are presented to two sets of
respondents. a source pool (native speakers) and a subject group {foreign stu-
dents). All respondents are required to “fill in the blanks.” that 1s. to replace the
words that have been deleted from the passages Subject responses are presumed
1o be deterinined by the contextual cues available in the passage, as well as by
predominant patterns of usage engaged in by the subjects. Responses of the
native speakers (source pool) are used as the base against which responses ofthe
foreign students (subject group) are compared Thus. {or each respondent in
the subject group. a determination 1s made of the extent to which the subject’s
use of the English language corresponds to patterns of usage present in the
comparison group of native speakers. The procedure 1s specifically designed for
use with college students. Its rel:ability 1s reasonably high. Its concurrent validity
with an existing measure {the Test of Englsh as a Foreign Language)' was
consistently adequate The procedure could be adapted. not only to testing a
foreign student’s English-language proficiency, but to assessing any indwidual’s
language usage in comparison with predominant patterns of usage in any
criterion group.

Addition f information Darpell, Donald K “Clozentropy A Procedure for
Testing English Language Proficiency of Foreign Students ” Speech Monographs
(1970): 36-46

oy of Rewies . .
1 1 9 Bricf Reviews ot Measures 113




21. Coding Communication at the Relationship Level

A category system developed to describe patterns of relational communica-
tion, this coding scheme identfies communicative acts in terms of three classes of
information: (1) source idenufication—coding the act according towho iniiated
it or according to a relevant characteristic (for example. sexi of the imtiator: (2)
form of speech—coding the act according to the torm it takes: question,
assertiun, instruction, orders. talking over, assertion and question. question and
assertion, other, laughter. (3)response—coding the actin terms of a responseto a
preceeding act agreement. disagreement, extension. answer. disconfirmation,
topic change, agreemeat and extension. disagreement and extension, other,
laughter. Guidelines are presented for transforming the information recorded by
this category sy.tem to another classification scheme, which codes the relational
properues fzon continuous pairs of acts. Interobserver reliabilities for classify-
ing acts of categories are reported to be very high (occasionally perfect).
Applicainn of the category system to the interactions of thirty couples with
children under ten years of age. discussing three topics. resulted n wo
conclusi *ns ot potential import to the utiity of the categorv svstem. The first
conclusion was that patterns of relational communication remained consistent
across the three topics The second conclusion was that significant differences in
patterns of relational communication occurred between couples from different
socioeconomic classes. This category svstem seems capable of generating rehiable
information., information that 1s interpret. hle within . conceptual framework
that allows for inferences about the nature of relational communication.,

Addiional information Mark. Robert A “Coding Communication at the
Relationship Level.” The Journal of Commutinication (1971 221-232

22. Communication of Affect Receiving Ability Test

The nstrument was des cloped 1o asess sensitivity 1o nonverbal expressions
of others The tedt takes approximately taenty minutes to complete 1t s
espeaially ¢ ctical for adminstration in group settings. since <timulus stems are
presented on tlm A film was made of students reacting 1o shides The shides
consisted of stimulus items in tour categones sexual, scenic, unpleasant, and
unusual Respondents are ashed 1o identify the category being reacted to by the
students on tilm Respondents are also asked 1o rate the pleasantness,
unpledsantne,, ot stimulus items being reacted to Two scores are generated. the
number ot orrec Lidentitic ations of the Category of simulus items being reacted
to by the students on the film and the pledasantness unpieasantness rating of the
stmulus tem Test retest relability s adequate 10.80) for the identification of
categories but very low (0 161 101 the pleasantness unpleasantness rating

Additional informatic n Buck.Ross A Test ot Nonverbal Recening Ability
Preliminary Studies ™ Human Communic gnion Rewearch 119765 162-171.
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23. Communication Rating Scale

A version of an earher scale, but turther refined with & sample of graduate
students in counseling. this assesses con munication effectneness in counseling
interviews. It consists of fifty weighted items used to produce three radangs. (1ia
selt-rating, (2) a peer group rating. which 15 the mean of the pooled rotal
weighted scores received by each trainee trom other trainees in his or her Ciass,
and (3) the criterion rating, which s the mean of the pooled totai weighted scores
receved by each trairee from two or more judges Self-ratings do not appear to
be an adequate measure of communication ettectiveness, since trainees rate
themselves consistenthy high. Additionally, there 1s relatinely hitle correspon-
dence between selt-ratings and either peer-group ratings or ratings by judges. if
peers are allowed to hsten first to each other’s recorded interviews and case
presentations. then peer ratings correspond well with judge ratings For rater
rebability, correspondence between independent judges’ ratings of the same
trainee are high The communication rating scale appears to be a reasonably
good measure of the ettecuveness with which communication occurs 1n a
counseling setting

Additional informatton: Brams. ] M * Counselor Characterstics and Effec-
tive Communication in Counsehing.” e irnal of Counseling Pawchology (1961}
25-30

24. Communicative Evaluation Chart from Infancy to Five Years

This communication evaluation chart 1s a reasonably simpte and usable form
on which observations of a4 particular chiid are recorded by an evaluator, The
chart identifies a number ot communicative behaviors—in some cases language
behaviors—that should be present at eack of nine time periods during the
developinent of a chdd from infancy to five vears Each of these behaviors or
charactenstics 1s recorded as being present.not present. or fluctuating, The chart
15 organized by time penods three months. six months, nine months, one year,
one and one-half. two. three. four, ind five vears [tis also organized by placing
the tems to be observecd in two columns one column represents the normal
development and comprehension of language 45 a communication tool. The
other column identifies charactenistics of pivacal growth and development,
motor coordination, and visual motor responses. Therefore. for each tume
period. a chidd’'s development may be recorded in terms of communicative
behavior and may be compared with the child's developmentof noncommun:ca-
tive behavior duning the same ume period Dicrepancies hetween the two
columns. as well as the presence and persistence of “nonpresent” and “fluctuat-
ing'" marks for the child on items, are indscations that more-specific diagnostic
examinations may he necessary or that immediate help should be obtained. This
chart may e used by specialists in macy tields 1t s designed 10 vield a quick
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appraisal or an overall impression ot a child’s development in communication,,
language. and reldted areas The items appear to be well chosen and have been
derived from research on child development and clinical experience in working
wirh young children.

Availability of measure: Educator’s F-:blishing Service Inc. 75 Mouton St...
Cambridge, Massachusetts (12138

25. Cooperative Primary Test

The Cooperative Primary Test assesses, among other things, listening, word
analysis, reading, and writing skills. The overall focus of the test1s on errors, and
the interpretation of errors makes this a usetul dicgnostic test. especially as it
refates to the assessment of communication skills. 't is leveled predominantly at
grades one and two, and it contains two forms: level one (1.5-2.4) and level two
{2.5-3.0). It is a comprehensive test with an administration time of three hours,
twenty minutes for level one, and four hours, ten minutes for level two. The test,
however. can be administered by subtest {for example, listening only}. with
considerable reduction of testing ime. The scores are transforme+' to midper-
centile ranks based upon norms generated from a nationwide probabality sample
of school districts having over three-hundred students. There are norms for both
fall and spring samples. Caution should be exercised in directly comparing fall
and spring norms, since the two samples are not directly comparable in
representativeness and follow shightlv different samphng plans. Test,retest
reliabilities are good. and reviewers “ave judged the content validity of the test
very favorably. It 1s probably one of the best listening tests for the very early
grades.

Availability of measure Cooperative Tests and Services. Educational Testing
Service, Princeton, New jersev 08540

26. Dogmatism Scale—Form E

An nstrument used frequently in communic ation research, the dogmatism
scale 15 considered, at its general level, to be a measure of intolerance toward
those with differing belief systems It is a generalized measure of the extent to
whirch an individual maintains an open belief system The construct *dogmatism”
contains many dimenstons such as the tendency to respond to message content
rather than to perceptions of source charactenstics. of potential interest to
communication resear hers 1t s a self-report instrument. consisung of forty
items responded to on g six-point rating scale. It yields a single summated score,
represeniative {again. at the most general leveh of an indiidual’sintolerance for,
and propensity to defend against, information or ideas discrepant with existing
beliefs. Arguments have been advanced that the dogmatism scale reflects aleftist
bias. that is. that subsc ribers to rightist political ideologies are more likely to score
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high on the scale However. the validation studieswithwhichwe a e tamihar have.
as often as not supported the dogmatism scale as being reasonably free of
political 1declogy. Recentiy, evidence Fas accumulatad that dogmatsm-scale
scores tend to correlate moderately to hizhh with acquiescence The dogmatism
scale has undergone extensise and caretu! scrutiny. We would interpret the bulk
of the validation ‘nformation to support its adequacy it may be regarded as a
measure most appropniately used in descriptive research, with college-age and
adult samples.

Availability of measure Rokeach. Midton The Open and Closed Mind New
York. Basic Books, 1960

27. Facial Meaning Sensitivity Test

-

—

Designed as a teaching tool and appropriate for age groups from high school
to adult, this instrument assesses an individual’s abinty to encode and decode
meanings conveyed by facal expressions The instrument s directed specifically
toward assessing nonverbal recening ability It consists of forty photographs
presented in three series. Part one consists of ten photographs, representing ten
basic classes of facial meaning. Part 1l has thirty photographs, three in each of the
ten basic categories. Part [l consists of the same thirty photographs presented in
Part 11, but subjects are asked to respond to each of the thirty photographs
separatehy The instrument is scored in terms of the frequency withwhich correct
sdentifications are made Some normatiy e data are reported. This data consists of
average percentages of correct identitication. for a vaniety of groups. over the
three parts of the instrument It 15 desgned 10 be used as g teaching tool.

Availability of measure. Leathers, Dale Nonverbal Communication Systems
New York Allyn and Bacon, 1976

28. Flanders System of Interaction Analysis

The Flanders Svatem ot interaction Analisis s the most widely used system
tOr ¢ ateg T IZINEInteracic Nin lassroom settings, It contams only ten« ategories
A considerable numbe. of categony ssstems ares denvations—extensions or
Lartations—ot this one 1t s used for both research and traning purposes. it may be
eraploved by one observer. coding interaction gs it occurs., It capable of yielding
both frequency distributions tor categories and  ontiguiies (a record of the
sequence ot serbal acts engaged in by teacher and students) The category system s
an unusually simple one Jtdifterentiates tirst et cen teacher talk and student tatk
Teac her talk s subdinided mto two seneral categories indrectinfluence and direct
influence, Indirec intluence contains tour specitic categones accepts feeling,
Pranes or eNCOLTAEes, accepts of uses ideas of student. asks questions: Direct
ntluence s divided into three specitic categones lectunng giving directions, and
cntiaang or gastitving guthonty Although the category system itself contans no
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explicit judgment concerning the appropriateness or productivity of the indirect
influence or direct influence categories, the accumulated research findings using
“this category system strongly suggest that teacher behavior falling in the categories
characterized by indirect influen-e are associated with a range of positive
educational outcomes. The student-.alk dimension is subdivided into only three
categories. student talk—response, student talk—initiation, silence or confusion.
An expanded version of this category system, also developed by Flanders, 15
described in the material cited under availability.

Availability of measure: Flanders, Ned A. Analyzing Teacher Behavior.
Reading, Massachusetts: Addison Wesley, 1970. Flanders. Ned. Interaction
Analysis in the Classroom: A Manual for Observers. Ann Arbor: School of
E<iucation, University of Michigan, 1966.

1

29. Houston Test for Language bevelopment

Part 1 covers language development in very young children {six months to
three years), and part.2 covers language development in children aged three
years to six years The test consists of vocabulary items, ratngs scales for types of
vocalizations, identification of body parts and gestures, geometrlc drawings and
designs, counting, and the geieration of a language samy 'e of ten respanses.
requires approximately forty minutes to administer. The norms were established
on small samples. Information on the adequacy of the measura s very limited,
although interobserver or interscorer rehability for part 1 is reported to be
adequate (0.8 correlation for independent examiners). A usable instrument if
results are interpreted cautiously.

Availabillity of measure: Crabtree, Margaret C. “The Construction and Trial
Study of a Language Deveiopment Test for Cruldren up to Three Years of Age.”
Doctor. | dissertation, University of Houston, 1957 Also, Houston Test Company,
Houston, Texas.

30. tllinois Test of Psycholinguistic Abilities

Prepared for ages two through ten. the lllinoss Test of Psycholinguistic
Abilities is used to idenufy the development of communication abilities and
deficiencies. It is one of the better developed and refined meas..res of
communicative functions. Its subtests include® (1) The receptive process, which
concerns abilities to comprehend visual and auditory symbols. The Auditory
Receptive subtest measures the ability c1 a child to derive meaning from orally
presented material. The Visual Receptive subtest assesses the ability of the child
to gain meaning from visual symbols. (2) The organizing process, which consists
of two subtests The Auditory Vocal Association subtest assesses the ability to
relate to concepts presented oraily. using asentence-completiontechmique. The

-
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Visual Motor Assotiation Subtest assesses the ability to relate to concepts
presented through pictures. (3) The expressive process. which consists of two
subtests. The Verbal Expression subtest assesses the ability to ‘resent concepts
verbally; the Manual Expression subtest assesses the ability to express ideas
manually. (4) Closure, which concerns the ability to fill in missing parts in
incomplete pictures of verbal expressions. Grammatic closure assesses the child’s
ability to make use of the redundancies or oral language in acquiring automatic
habits for handling syntactic and grammatic inflection. This contains two parts,
auditory closure and sound blending. The Visual Closure subtest assesses the
ability to identify a common object from incomplete visual presentation. (5
Sequential Memory, which concerns the ability to reproduce a sequence of
auditory or visual stimuli. The Auditory Sequential Memory subtest measures the
ability te reproduce sequences of digits from memory. The Visual Sequential Mem-
ory subtes¢ measures the ability to reproduce a series of nonmeaningful figuresfrom
memory. The test consis's of a series of matanals in kit form. The administration of
the test requires forty-five to sixty minutes for an experienced administrator, The
administrator should have practiced administering the test, since standard
procedures must te followed stringently. Many subtests require practice for
smooth administration. The raw scores are recorded on a score sheet, then are
‘ransferred 1o a summary sheet to yield: (1) psycholinguistic age for each subtest,
(2) scale score for each individual. (3) composite linguistic age, (4) mental age
(Stanford-Binet) estimates. Background work on the adequacy of the measure
and normative data associated with it are impressive. it 1s one of the better
measures, both in terms of construction and refinement, of the development of
communicative ability in children

Availability of measure: Examiner s kit. record forms. monograph of selected
studies, and manual are available from the University of illinois Press, Urbana,
linoss.

31. llyin Oral Interview (1976 edition)

The lyin Oral Interview (1976 edition) assesses aural-oral communicative
abilies. 1t 1s essenually a histening test. There s one form used for placement
purposes, and one (with alternate pretest and posttest forms) for achievement
testing. The test centers around pictures of experiences in the life of a single
character The pictures serve as stimulus tems, and the subjects respond :o
examiner's questions with written responses. The instrument contains fifty
questions. graded by difficulty. Each response is scored across three scale
intervals. depending upon whether the responses contain correct information or
errors—primarily mistakes in grammar. The test 1s appropriate for use with high
school and college students. Reliabilities (presumat.ly internal) range from 0.86 to
0.98. Concurrent validity 1s high with other measure< of similar abilities, aswell as
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with teacher and student evaluations of the subject’s abilities. Because the
questions elicit responses that are scored 1n terms of specific errors, the test may
be used for placement purposes.

Availability of measure. Newbur House Publishers, 68 M:ddle Road.
Rowley, Massachusetts 01969.

32. Infant Adaptation Scales

This instrument is used with infants nine to thirty months old. It attempts to
identify the extent to which infants exhibit appropriate adaptation to physical
environments and to other people. It consists of a sertes of items rated on a five-
interval scale. Each of the items s rated in terms of the degree of adaptation
exhibited by the infant with respect to that item. The svale ranges from alow point
(low adaptation) through a midd!e point (optimal or ideal functioning) to a high
extreme (unregulated adagtation, inappropnate functioning). The instrument is
included here because a number of items are directed toward the quality of
attachment relations with a familiar adult. Verbal interaction is a specific focus of
one part of the instrument. Interrater reliability 15 reported at 0.90. It seems to
have been developed primarily for research purposes.

Additional information: towler, W ‘A Developmental Learning Approach
to Infant Care in a Group Setung.” Merrill-Palmer Quarterly (1972): 145-175.

33. interpersonal Checllist

Derived conceptually from the early work of Timothy Leary, this inventory
consists of 134 items presented in true/false form It is directed toward the
analvsis of interpersonal behavior 1n terms of eight pairs of variables:
blunt/aggressive, competitive, exploitive. managenials autocrauc. responsible/
overgenerous, cooperative/over-conventional, docile/dependent, modest/
self-effacing, and skentical/distrustful The inventory is related conceptually to
functional commumication in the sense that the interpersonal variables are
conceived of as having different intensities. some of whidii indicate o 1 abnormal
degree of the particular variable The respondentis first asked t, d2scribe herself
or himself in terms of the 134 stems. then to describe a series of others {parent,
spouse, and so on), as well as hi< or her own idesl. Approximately ten :o fifteen
minutes 1s required for the description of eac h 1arget person. IBM answer sheets are
available that allow up 1o five target persons to be described at one test
administration Scores are yielded for smteen interpersonal variables and for four
summary scores dominance, love. average intensity, and the number of items
checked Results can be plotted on a arcumplex chart. Most test/retest
rehabilities are 1n the 0.70s Considerable validation work has been done on the
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inventory; there s strong evidence of its construct validity. Its utility as ameasure
for research purposes has been well established.

Availability of measure: Psychological Consultation Service, 1230 Queens
Road, Berkéley, California 94/08.

3. Inverpersonal Communication Inventory

This self-report questionnaire consists of fifty items, either attitudinal in
nature or descriptive of the subject’s patterns, charactenistics, and styles of
communication. The items are direcied toward the ability to listen, to under-
stand, to emphasize, to handle angry feelings, to express ongself, and
conversational attributes. The inventory requires seventh-grade reading ability
and 1s recommended for respondents high school age and older. It was
developed by sampling the responses of 316 subjects between the ages of
seventeen and sixty-four, with a median age of twenty-eight. Relatively little
information is available on the adequacy of the inventory as a measurement
device. However, the final fifty-item inventory is the result of reducing a larger
pool of items through item analysis. Consequently, the instrument, in its present
form, may be considered appropriate for self-assessment, as a training or
teaching aide or as a descriptive, rather than diagnostic, entry to counseling.

Additional information: Bienvenu, Millard J. “An Interpersonal Commupi-
cation Inventory.” The Journal of Communication (December 1971): 381-388.

4

35. Interpersonal Competence Scoring System

This 1s a coding system; consequently, the corpus of material to be scored is
generated by the user. Behavior to be coded s classified according to three
subsystems: (1) Behaviors describing the individual. Behavior is coded as owning
up to o7 not owning up to 1deas or feelings, open or not open to ideas or feelings,
experimenting or rejecting, and experimenting with ideas or feelings. (2)
Behaviors relating the individual to others. Behavior is coded as helping othersto
own up, helping others to be open, helping others to experiment, and the
opposite of each of these. (3) Behaviors reflecting six norms: individuality,
conformuity, concern, antagonism, trust, and mistrust. After coding the corpus of
material (tape recordings or transcripts), frequencies are tabulated for each
category. Frequencies are then multiphed by asagned ratings, and the scores are
summed to produce four major scores. individual interpersonal positive,
individual interpersonal negative, norms positive, and norms negative. These:
four rated scores are used to produce an index of competence for each
indwidual. These individual indices of competence may then be summed to
prodyce a group competence profile. Interobserver reliabilities are usually
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reported in the 0.80s and 0.90s. Validation work on the coding system has
involved management groups and participants in T-groups. Predictive vaidity
(focusing on anticipated changes in competence scores) was established for the
management group, and concurrent validity (correspondence between compe-
tence scores and staff ratings of competence) was established fc. the participants
in T-groups.

Additional information: Argyris, Chris Orgamization and Innovation.
Homewood, illinois: The Dorsey. Press, 1965.

36. Interpersonal Perception Method

This instrument consists of 720 questions, requiring approximately seventy
minutes to complete, responded to by each member of an interpersenal
pair. Questions revolve around sixty issues grouped into six caiegories;
interdependence and autonomy; warm concern and support; discourage-
ment and disappointment; contentions—fight/flight; contradiction and
confusion; extreme denial of autonomv. Question: concerning the sixty
issues are presented in such a way as to tap three perspectives: (1) direct
perspective—person A’s view of issue X; (2) Metaperspective—person A’s view of
B’s view of A’s view. of X. Although these perspectives seem complicated as
described here, they may be easily understood in terms of the conceptual
framework presented in the work cited under availability. This general
assessment procedure yields four specif ¢ measures of potential interest to
researchers in interpersonal communication. “Agreement or disagreement” is
analyzed by comparing one person’s direct perspective and the other person’s
direct perspective on the same issue. “Understanding or misunderstaning” is
analyzed by coniparing one person’s metaperspective and the other person’s

. direct perspective on the same issue. “The feeling of bein~ understood or of
being misunderstood” s analyzed by comparing one person’s metaperspective
and direct perspective on the same issues. “The realization or failure of
realization of uncerstanding or misunderstanding” involves acomparison across
all three perspectives. Considerable information on the adequacy of these
measures is available in the volume cited under availability. This is a complicated
assessment procedure, but it can readily be understood and used because of the
clear and detailed procedures and the conceptual framework presented in the
general volume.

Availability measure- Laing.R. D., Phillipson. H.; and Lee. A. R. Interpersonal
Perception. A Theory and Methiod of Research New York. Springer Publishing
Company, 14966

37. Intimacy Scaled Stimuli

This assessment procedure 15 an item pool that may be used as a source in

122 Assessing Functional Communic alion 124

ERIC ) :

Aruitoxt provided by Eic:



Q

ERIC

Aruitoxt provided by Eic:

’ - .
~ ~

developing self-disclosure instruments, studying ~.terpersonal intimacy, con-
ducting laboratory training, and other such uses. The items are grouped by topic.
religion, love and sex, family, parental family, hobbies and interests, physical
appearance, money and property, current events, emotions and feelings,
relationships with others, attitudes and-values, school and work, and biography.
The items have been scaled for intimacy; that is, the items are weighted for the
degree of intimacy implied for a relationship if the ttem has beendiscussed by the
relationship pair. An item’s scale value was derived from judgments made
concerning the degree of inimacy implied by the item. The judgments were
made by two groups, college students and sailors. An original pool of 671 tems
was reduced to 497 according tu a criterion based upon the ..ent to which
independent judges agreed in their responses to the item. Intimacy-scaled
stimuli do not represent a forma) test or finished mc sure. Rather, they represent
a pool of item: that may provide valuable assistance to individuals wishing to
create a measure of self-disclosure or of relational inimacy.

Availability of measure: Taylor,D. A., and Altman, 1. “Intimacy Scaled Stimuli
for Use in Studies of Interpersonal Relations.” Psychological Reports (1966):
729-730. Also Document #8964, AD! Auxillary Publications Project, Photo
Dupllcatio}n Service, Library of Congress, Washington, D.C. 20540.

38. Jones-Mohr Listening Test

Developed primarily for use in teaching and training, the Jones-Mohr
Listening Test may be regarded as a measure of empathic listening. It is most
suited tor use with college and adult pepulations. 1t consists of two forms, each oi
which contains thirty stimulus 1tems. Ir the original development of the test, a list
of fifty basic emotions served as the basis for the development of items. Six
phrases were written for each of the fifty basic emotions. The phrases are
presumed to be typical of everyday situations. Six actors (three male and three
female) each reccrded one of the phrases for each of fifty emotions. Theresulting

three-hundred recorded statemenjs were eventually reduced to the final sixty ’

items constituting the two forms of this test. Each item has been recorded in such
a way as to convey a particular emotion. Items are presented by audiotape.
Response forms for each test, with a multiple-choice format, contain four
alternatives for each item. One alternative 1s the correct one. The remaining
three alternatives are described as plausible, yet they are as diff<rent from the
correct itern as possible, A person’s score 1s the number of correct alternatives
chosen. There s little information available on the adequacy of the measure.
Nonetheless, 1t 1s a well-conceived, carefully developed, and attractively
packaged test for traiming and teaching purposes.

Availability of measure: University Associates Publishers and Consultants,
7596 Eads Avenue, La jolla, Califorma 92037.
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39. Jourard Self-Disclosure Questionnaire

The early version of the Self-Disclosure Questionnaire consists of sIXty stems.
It assesses self-disclosure of atttudes and opinions, tastes and interests, work or
study, money, personality, and body. Respondents report the extent to which self-
disclosure on these subjects fas occurred toward four targets: mother, father,
best male friend, best female friend Thus. for all subjects, 240 responses are
required. The respondent rates each itent for each target in terms of the level of
disclosure involved, ranging from **have told nothing about this aspect of me” or
“lied or misrepresented” (hoth scale intervals scored as 0) to “full and complete”
disclosure, scored as 2. The original version of this instrument was developed and
tested on college-age adults. Itsinternal reliability is reported to be 0.94. There is
considerable ev.dence of its concurrent anc construct validity. For example the
more positive the responses on a “parent-cathexis” questionnaire, the greater
the indicated level of self-disclosure to parents. A shorter form of this
questionnaire was reported in 1961. Itemployed tweniy-five items and was tested
initially with nursing students. Validation of this short form was based on tre
assumption that those who disclosed more were more apt to be viewed by
teachers as having mastered the necessary interpersonal skills for nursing. The
correlation between grades in nursing courses and disclosure was reported to be
0.78. These measures of self-disclosure, though early ones, are still widely used.
See also “Self-Disclosure Questionnaire,”” a related instromen; reported in this
book. . .
Availability of measure: Jourard,S. M , and Lasakow.P “Some Factorsin Self-
Disclosure.” Journal of Abnormal and Social Psychology (1958): 91-98; and
Jourard, 5. M., ““Self-Disclosure Scores and Grades in Nursing College.” Journal
of Applied Psychology (1961): 244-247,

N

40. Kohn Social Competence Scale

Appropriate for use with children from three to siv years old. the instrument
calls for teacher ratings of childrenin kindergarten or preschool settings. There s
a long (seventy-three-item) and a short (sixty-four-item; form. Both forms
require ratings of the child’s social-emotional function-. The development of the
nstrument on ratings appited to a ‘arge sample of children in public day-care
centers resulted n the idenufication of two factors being rated. The first factor
represents an interest/participation versus apathy/withdrawal dimension of
social-emotional functioning. The second factor represents a cooperation/
compliance versus anger/defiance dimension Specific items are distributed
acrosy these two factors, and each stem 1s rated on a seven-point scale. The
content of the items and the bipolar narire of the factors assessed by those items
both imply strong normative judgments concerning the adequacy or appropri-
ateness of the child’s social-emotional functioning. Interrater reliabilives are
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teported to be 077 for the tirst tactor and 0.8" ~r the second factor. Scores
derwved from this instrument are stable for chilaren from preschool to early
elementary years In validation studies. scores accurately distinguished normal
and emotionally disturbed children. predicted certain aspects of the child’s
‘cognitive functioning and school achievement. and corresponded to different
patterns in the early mother. child relationship. The instrument was developed
carefully and tested with good results it seems an adequate measure of social
competence for the early vears. for social competence conceptuahized in terms
of the two factors identified above

Additional information’ Kohn. M . and Rosman. B.L ~ A Social Competence
Scale and Symptom Checkhist for the Preschool Child. Factor Dimensions. Their
Cre.s-Instrument Generalitv, and Longitudinal Persistence ™ Developmental
Psychology {1972): 430-444

41. Language Ability Test of the Language Arts Test 2

The Language Ability Test hasiwo major objectives: {1)to assessthe student’s
anderstanding of the basic structure of th  English Janguage and (2) to assess the
student’s abil'ties 1o use sentence elements effectinvely in standard patterns Of
the fifty-eight items constituting this test fourteen are devoted to basicstructure
and the remaining torty-four are devoted to the use of sentence elements. It is
directed 1oward use in grades seven through nine. Directions for setting up and
administering the test are quite exphcit. Test scores canbe reported in one of four
ways raw scores. within-grade percentiies, within-grade standards, and across-
grade standards It requires about forty minutes to administer The validity of the
test appears to be primanily of the content type. since the items were developed
from an analvsis ot leading textbooks and were refined by examination oy
experts. Internal reliabiity ranges from 0 84 t0 0 95 The test seems appropriate
for assessing achievement, though somewhat less appropridte for diagnostic
interpretation of indiidual subject scores Data on standardization appearsto be
adequate, except that there s a generdal overrepresentation of rural communities
and an underrepresentation of metropolitan communities

Avatlability ot measure Houghton Meffhin Company. 2 Park Strect. Boston,,
Massachusetts 02107

42. Language Communication Skills Task

The purpose ot the Langu .g(-)( ommun:cation Skibls Task (LCST) 18 to study
the n.ture of language communication among young chiddren in order to assess
therr language competencies Language competences inthis iestare defined as
the competencies required sn intenndmdual communications The LOST was
desgned to assess the voung child's apihity (1) to derve meaning and ideas from
his or her sociohrgustic situation. (2) 1o transmit these meanings and deas to
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others, (3) to respond to the language behavior of others, and (4) to adapt
communicative input to achieve effective language communication. The general
assessment procedure includes two parallel sets of tasks. These tasks were
. designed to measure the child’s communication skills both as a speaker and as a
listener. The material used in each communication task includes two identical
colored drawings of familiar setungs. classroom and kitchen. mounted on
magnetic chalkboards. The test was designed for adminsstration to one pair of
children at a time, one in the presenter role and the other in the receiver role.
Each child has the same scene. and it is the task of oneto tell the other where to
place objects in the scene. The measures derived include four subscores: the
presenter score, the receiver score, the mean score, and the criterion score. The
task is designed for use with children in kindergarten and primary grades.
Information concerning the adequacy of the measure is somewhat sparse. It was
used to collect data on asample of 112 childrenin a Pittsburgh elementary school.
Internal reliability coefficients are reported to be in the 0.70s. Validation
information is limited. What information there is on the adequacy of the measure
is encouraging. This assessment procedure is worth exploring, simply because it is
one of the few direct measures of both source and recever communication skills
for young children.
Availability of measure: Learning Research and Development Center,
Unuversity of Pittsburgh. Pittsburgh, Pennsylvania.

43. Leathers’ Nonverbal Feedtack Rating Instrument

Appropriate primanly for use in teacking and trairing settings, this
instrument assesses the dominant meaning contasned in the nonverbal portion of
a feedback response. It 1s intended to provide users with detaded information
about feedback to their own communication. A videotape is made of a subject
talking to another person. The subject rates the feedback exhibited by the other
individual, on ten semantic differential scales. These scales are arranged in four
categories, which include (1) involvement, assessed through scales bounded by
involved/withdrawn  responsive/unresponsive, attentive/inattentive, and
interested/ disinterested; (2) feeling. assessed through scales bounded by
pleased/displeased and friendly/hostile, (3) analysis, assessed through scales
bounded by deliberative/spontaneous and analytical/impulsive; (4) control.
assessed through scales bounded by confident/uncertain and clear/confused.
The ratings are both generated and interpreted by the subject. The instrument
seems intended to structure the perceptions of the subect in viewing feedback
exhibited to him or her. In its present form, the instrument seems limited to
teaching and training settings and should be regarded as an instructional arde.

Availability of measure: Leathers Dale No, wernal Communication Systems.
‘vew York: Allyn and Bacon. 1976
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44. Linguistic Ambiguity

At elementary-school levels. this instrument assesses the ability to detect
linguistic ambsguity. it 1s included here for two reasons. (1) The ability to detect
and resolve linguistic ambiguity may be considered an important dimension of
the development of receptne language (2) Som« researchers. especially
psycholinguists. are investigating hinguistic ambiguity because they consider
linguistic ambiguity an important construct in understanding the processing and
interpretation of sentences. The tesi consists of four parts. each corresponding
with a type of inguistic ambiguity. Each part contains six sentences that the child
15 asked to rephrase in his or her own words. The score obtained 1sthe nu  ber of
linguistic ambiguities detected. The four types of kngristic ambiguitie- are (1)
lexical ambiguity, present when a given lexical item has more than one semantic
interpretation (" club” can be a group of people or a heavy stick): (2} phonologtcal
ambiguity, present when a given phonological sequence can be interpreted in
more than one way (the doctor 1s out of patients/patience): (3) surface-structure
ambiguity, present when words in a sentence can be grouped in two different
ways (he sent her kids story books): (4 deep-structure ambiguity. present when
two different deep structures are mapped on a single surface structure (the duck
1s ready to eat). Information on the adequacy of the measure 1s extremelysparse,,
although interobserver rehability in the scoring of correct versus incorrect
subject responses 1s reported to be perfect. Given the unusually high degree of
face validity in the items. interobserver reliability may well be considered the
most important evidence of both the adequacy and the utility of thss instrument.

Additional information: Schultz, Thomas R.. and Pilon. Robert. “Develop-
ment of the Abilities to Detect Linguistic Ambiguity.”” Ch:ld Development (1973):
728-733.

45. Machiavellianism Scale (Mach IV)

This instrument has been used occasionally 1o examine the effects of, and to
predict success 1n. commumication coursework at the college level. 1t 15 an
attempt 1o assess the extent towhich anindiidual views others primanly interms
of their usefulness for his or her own purposes There are several versions of this
scale, one of which 1s appropriate for use with children, but Machiavelhanism
scales are used predominantly wath adults The Mach IV 1s a twenty-ttem scale,
requinng the respondents toindicate agreement or disagreement with the items,
Another version of the scale. Mach VL is designed to overcome social-desirability
responses, which might be assumed to exerase considerable influence on the
way an indnadual responds to the itemain Mach IV Reliabihties for Mach 1V are
reported 1n the 070y, and reliabihties for Mach v are teported in the 9 50s
tnternal relabilinies; Of the tw o most-trequently used versions o rseale. each
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has advantages. The advantage of Mach IV is its higher reliability. The advantage
of Mach V is its control of social-desirability responses. Yalidation work on the
Mach scales is impressive, particularly with respect to the predictive validity of
the scales. Many of the validation studie< reported in the volume cited for
additionai information demonstrate differences between high and low scorersin
terms of observable behaviors.

Additional information: Christie. R., and Geis, F. L Studies in Machiavellian-
ism. New York: Academic Press. 1970.

46. Measurement of Semantic Habits

This instrument assesses the propensity to use different modes of semantic
response to objects in the human and matersal environment. The instrument is
subscaled to focus on four dimensions of semantic response: positive
evaluations, negative evaluations, observable denotative attributes, and cate-
gorization, Requiring approximately fifteen minutes to complete. 143 forced-
choice responses are called for, each response indicating a selection of one
dimension over another. Three scores are produced: overall positive evaluation,
overall negative evaluation, and a “balance” score of categorization and
denotative attributes. These three scores all have internal reliabilities of
approximately 0.80. Results of an item analysis are repor:ed, as well asnorms. The
instrument is apparently intended for use with acults.

Additional information. Nunnally, §. C.7 Flower, R. C.; and Hodges, W. F.
“Measurement of Semantic Habuts.”" Educational and Psychological Measure-
ment (1963}: 419-434.

47. Measurement of Social Intelligence

This multdimensional measure assesses what the authors call “behavioral
cognition,” what we have called “empathic ability’”. Six dimensions are
represented in this measure: (1) units representative of facial, vocal. gestural, or
postural expressions; (2) classes, in which a respondent discriminates a particular
response from a set of responses; (3) relations—social relationships; (4) systems—
sequences of social behavior; (5} transformation—focusing on flexibility or
creativity; and (o) nnplications—judging antecedents or consequences. This s a
multifaceted test with stimulus items composed from tape-recorded sentences.
sounds, words, photographs. drawings, stick-figures, and so on. The responses are
mostly to multiple-choice items. Some of the scoring requires analys's of written
responses. The measure was refined from a very large initial item pool by means
of item analysis. Norms are based upon middle-class eleventh-grade students.
internal reliabilities for the various parts of the neasure are comparatively low.,,
but external reliabilities {interscorer) are reasonably high. Validation work on the
measure has apparently centered on s construct validity The construct
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“behavioral cognition” is a very complex one. judging from the high number of
factors discovered {nineteen) in afactor analysis of various parts of the measure.
We found no other measures of empathic ability as comprehensive as this one.
This measure should be of interest to readers for several reasons. it represents a
serious and energetic attempt to explicate a complex construct, and 1t is one of
the few reasonably adequate available measures for empathsc abslity that is not
based solely upon the accuracy of the judgments of a target person.

Availability of measure: Sheridan Supply Company. PO Box 837. Beverly Hills,
California 90213.

48. Message Preferences

This instrument generates judgments concermng the appropriateness of
particular messages for speafic relationsiips. The procedure was used with two
age groups, boys eight to ten years old and eleven to thirteen. It was used to
investigate four relationships: mother, best friend. favorite boys-club member.
and a policeman. Ten message categories were investigated: (1} strength-
protection. (2) strength-control, (3) affection, (4) handling anger, (5) growing-up/
independence. (6) sex role. {7) mutual enjoyment. (8! understanding of feelings,
19) identity, (10} impersonal objects. A set of statements s presented on cards. The
subject sorts the cards according to how good or bad he would feel if a particular
source (one of the four identified) were to have made the statement to him. The
assessment procedure yields ratings or evaluation of part:cular messages in terms

_ of their appropriateness 1n particular relationships. information concerning the
reliability and validity of the measure i1s not sufficient to allow for any conclusions

concerning its adequacy.

Additional information Helper, M. M. "Message Preferences: An Approach
‘10 the Assessment of interpersonal Standards " journal ot Progective Techmques
and Personality Assessment (1970). 64-70

49. Metropolitan Readiness Test

The Metropolitan Readiness Testis deugned to measure readiness for first-
grade instruction and to provide teachers with information helpfulin classifying
pupils. It 15 included here because among its subtests are word meaning and
istemiag It was constructed 1n 1933 and revised in 1969. The test requires
approxumately sixty minutes in three sessions. Scores on it e subtests combine
into a total score that 1s classified into one of five ratings The five ratings
represent levels of readiness for instruction and include ratings that imply
assignment 1o slow sections of the need for individua! instruction. The manual
contains considerable information bearing on 1ts < anstruct, content,, and
predictive valid tv. Rehabilities are consstentl, high for the total test Subtest
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reliabilities are lower. Unfortunately. the lowest internal reliability 1s for the
listening subtest (0.50).

Availability of measure: Harcourt, Brace and Jovanovich. 757 Third Avenue,
New York, New York 10017.

50. Modes of Commaunication

This category system is appropriate primarily for research purposes. it is a
complicated system requiring coding from video or audio tape. The system s
designed for the analysis of interactiua between teachers and students,
specifically in religious school settings, but it might be easily modified for
application to other settings. Its focus is upon what are called “modes of
communication,” concewved of in terms of four broad categories. (1) Subjective
mode. Subjective mode refers to communication wherein the primary referent
of the language is self. The subjective mode is further divided into categories that
identify communicative acts as self-referred, private expression, and perceptual
or imagery-reference. Each of these categories is, in turn, further differentiated.,
(2) Empirical mode. Empirical mode refers tocommunication wherein the person
speaking focuses attention upon the other. Language employed is referenced to
real persons or objects presumed to be recognizable by the other. This broad
category s further divided into “‘descriptive of others present” and “describes
remote fact.” The second of these categories is further differentiated. (3)
Interpretive mode. Communication classified as falling within this mode focuses
upon similarity of tnought processes. This broad category sncludes numerous
subcategories. such as causality. generalizauons, hypothesis. principles, meansng
statements, possibility statements, and a great manv others. (4) Moral mode’,
Communication classified as falling within this mode 1s said to, contain an explicit
or implicit "ought.” fts broad category sincludes a number of specific categories,
such as “‘should’” statements, instructions, permissions, prohibitions, prodding,
and good/evil statements, among others. This category system is a unique one
and isincluded here because it has an atypical focus on the modes of expression
employed by individuals in interaction situations

Availability of measure. Roberts. William L. "Modes of Communication: A
Modei for Studymg Teacher-Student Interaction ™ Doctoral dissertation,
Princeton Theological Sem:narv. 1968.

51. Modes of Speech Continuum

A measure of communication competence. this instrument was developed
tor use with children ages two and one-half 1o four vears. It 15 administered
individually 1in an interview format. Tho mterview consists of a sernies of
preestablished probes. and the child s given two chances to respond to each
probe The probes are organized around seven functional uses of speech.
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(1) contactive—instiating communication, (2) conversative—keeping interaction
going, (3) descriptive, {4) directive, 'S «planatory, (6) narrative, and (7)
persuasive, The child’s response to each probe 1s judged as either appropriate or
inappropriate. There are two probes for each of the seven functronal areas. With
minimal training, interobserver reliability in classifying responses as appropriate
or inappropnate 1s reported to range from 0.78 t0 0.81. Arguments for validity are
primarily of the content and construct types. However, some information is
available that suggests discriminant valdity for the measure. That is, the
instrument appears to assess not just language abilities or inguistic competencies
but the ability of the child to meet the functional demands of the communication
situation.. For this reason, the instrument is suggested as a way of assessing
commumication competence in young children.

Availability of measuse- Riccillo, Samuel C. “Children’s Speech and
Communicative Competence.” Doctoral dissertation, University of Denver,
1974.

52. Nonverbal Measure of Children’s Frustration Response

Appropriate for ages three and one-half to seven, this instrument is an
indirect assessment of a child’s responses to frustrating situations. The child is
presented eighteen sets of pictures. Each set contains two pictures that establish a
frustrating situation ar . three pictures that correspond to the responses rnost
likely to be engaged in by the individual depicted in the frustrating situation. For
each set, the response pictures characterize either an aggressive response, a
prosocial response. or an avoidance response. There are two forms of the test,
one for girls and one for boys. The child receives a score for each of the three
response choices. the score indicating the total number of choices for each type
of response selected. The test can be administered in approximately fifteen
minutes. Internal rehiabiliues are moderate to high. consistently higher for boys
than for girls. Validity of the measure was supported by finding correspondences
between test scores and extensive observations of behavior 1n a nursery school
seting, as well as correspondence between aggressive responses to the pictured
situations and preferences for viewing aggressive televiston programs.

Additional information: Vondracek. F. W.; 5*2in, A.H.; and Friedrich, L. K.
“A Nonverbal Technique for Assessing Frustrauon Response in Preschool
Children.”” Journal of Personality Assessment (1973). 355-362.

53. Observation of Socialization Behavior
This rather complex assessment procedure uses both observation and
ratings. It 15 applicable 1o children aged three to eight and assesses a range of

interaction variables. 1t has two forms, the first appropriate for analyzing
videotaped nteractions and the second appropnate for analyzing lhve
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interactions as they occur The corpus of events to ve analyzed 1s generated by
ptacng “children i a peer-group interaction setting involved unstructured
situations. A heavy focus of the instrument is on the quantity and quality of the
verbal and nonverbal communication displayed i the unstructured interaction
situations. Observation and rating procedures are grouped for scoring purposes
according to emotional tone. social behavior, nonvirbal-behavior ‘physical-
behavior, nonverbal-behavior ‘play-context, verbalization, invohement, peer
interaction, group interaction, adult interaction, and inferred motivation. Many
of the dimensions scaled through these procedures are drawn from other
measures. Information on the adequacy of the measure 15 scarce

Availability of measure: institute for Famiy and Child Study, Home
Management House L it 52, Michigan State Unnersity East Lansing, Michigan
48824

54. Orientation Inventory

This inventory assesses types of satistaction and rewards sought in
interpersonal  situations. It identifies three onentations. self-onientation,
interaction orientation, and task orientation Interaction orientation s concep-
tualized ditferently thar, it 1s in the communication disciphne. Interaction
orientation 1s concened of in terms of an ind'vidual s concern with maintaining
happy. harmonious reiat-onships 1n a4 superfictal wav. often making it difficult to
contribute to task accernplishment or to be of real help to others The inventory
consists of several dozen statements, with three alternatives tor each statement
The three alternatives to cach item correspond to the three orientations assessed
by the inventory The inventory was developed tor use at college and adultles eis.
Test. retest rehiability ranges between 0 73 and 0 75 for the three scales. Validation
checks may be interpreted as demornstrating moderate levels of validity. There is
some evidence that the subscales distinguish among more-successful and less-
successful supervisors more-successtul supenvisors score higher on task-
orientation, and less-siiccesstul supenvisors score higher on selt-onentation
Remaining validity information demonstrates onhy moderate correspondence
between scale scores and expert ratings and between scale scores and other
personality inventories,

Avatlability of measure Bass Bernard M The Qrientation imentory ” Palo
Alto, California Consulting Psvchologists Press, 1962

55. Pagel’s Interpersonal Tactics Stories

Lsable with late elemontary and early junior high «chool males, this
instrument assesses the dispositions ot bovs to advocate violent or nonviolent
tactics as the “best” method of handhing peer disputes 1t consists of tour stories,,
cach doscribing interpersonal conthct atuations imvolving two beys of the same
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age, neither of wham has an apparent physical, emotional, or mental advantage,
Each story leads to a confrontation and ends with a question concerning what the
targ~t character in the story should do next. Five alternative tactics are presented
at the conclusion of each story. Four of these tactics describe ronviolent
strategies for resolving the conflict. One of the alternatives d *scribes the use of a
violent tactic, such as slapping, hiting, or punching. Stories were developed at
fifth-grade reading level. The stories have high content validity, since they were
developed through interviews with directors of youth r~creation centers, and
were pretested with elementary . hool boys for understanding of the stories and
plausibility of the tactics. Relatively nttle infurmation on the adequacy of the
measure is available: however, the instrument was developed in such a way as to
suggest considerable potental as a measure of predisposition toward violent or
nonviolent resolution of interpersonal conflict situations.,

Availability of measure: Pagel, Thomas F. “Choice of Violence: A Study of
Values, Television Program Preferences. Televisior: viewing Habits, and Selected
Sociopsychological Characteristics as Related to the Selection of Violent or
Nonviolent Interpersonal Tactic Alternatives.” Doctoral dissertation, University
of Denver, 1971.

56. Palo Alto Group Therapy Scale

This instrument 15 included here because 1t contans eighty-eight brief
descriptions of behavior that may be employed by an observer or a group leader
to describe the behavior of group members in simple. true/false terms. The items
cover a wide range of behaviors, yet the inventory 1s simple enough to allow for
the scoring of six to ten group members per hour. It was developed to assess the
adequacy of an indwidual’s interpersonal relationships 1in a group-therapy
setting. It focuses on the avoidance of human contact, the amount of anxiety or
discomfort exhibited . empathic ability, and willingness to accept common goals
and to work cooperatively for goal fulfillment It was developed specfically for
use with group-therapy patients and was tested for adequacy on a sample of 128
hospitalized patients. It has moderate-to-strony rehiability, but interobserver
reliability seems to fluctuate as a function of the type of group being described.
Tests of 1ts concurrent validity demonstrate a correspondence between scale
scores and group-leader rankings of patients In addiion. the items adequately
discnminate between patients identified as “best’ and patients identfied as
“poorest.” It 1s one of the few instruments that generates normative judgments
about the adequacy of an indmidual’s interpersonal relauonships in group
settings, and it is included because of the potential applicability of some of the
items to nontherapy settings

Availability of measure Finney, 8 C A Scale 10 Measure Interpersonal
Relationships 1in Group Psvchotherapy.™ Group Pawchotherapy (1954). 52-56.
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57. Peabody Picture Vocabularv Test

The Peabody Picture Vocabulary est was designed to measure verbal
intelligence exhibited through the subject’s hearing vocabulary. This test is
particularly useful with nonreaders or remedial readers. The test consists of a
series of pictures that are presented to the child by the examiner.. The child is
asked to point to the correct picture on hearing theword from theexaminer. The
test requires ten to fifteen minutes for each child. The total raw score is the
number of correct resnonses. The scores may be converted into three types of
derived scores: (1} an age equivalent (mental age), (2) a standard score equivalent
(intelligence quotient), and (3) a percentile equivalent. Extensive standardiza-
tion information, reliability information, validity results, and normative data are
available in the test manual. The Peabody Picture Vocabulary Test is one of the
most widely used of the vocabulary tests and 1s considered to be one of the most
adequate. it is appropriate for use with ages three to eighteen.

Availability of measure: American Guidance Service, Publishers Building,
Circle Pines, Minnesota 55014.

58. Perceived Confirmation Inventory

The Perceived Confirmation inventory, developed by Evelyn ’Sieburg, is a
self-report instrument consisting of six rating scales believed to reflect the extent
to which an individual feels confirmed by another. The respondent rates any
designated other in terms of the extent to which the other’s behavior reflects an
awareness Of, interest in. acceptance of, respect, liking, and trust for the
respondent. It was refined with samples of coilege students,buttis applicable to
other age groups. it has high internal rehability and high content validity.
Evidence is presented to support that when subjects rate different targets (other,
friend, and professor) the ratings are consistent within targets and different
across targets. The inventory appears to be a straightforward and adequate
assessment of the extent to which an individual feels he or she has been
confirmed by a designated other.

Availability of measure: Jacobs. Merelyn R. “Levels of Confirmation and
Disconfirmation in Interpersonal Communication.” Doctoral dissertation,
University of Denver, 1973.

59. Performance Record for the Personal and Social Development Program

This general assessment procedure 15 included here for three reasons. (1) It
may be used by teachers to categornize student behavior in the classroom. (2) it
implies a strong normanive judgment concerming behaviors that need improve-
ment and behaviors to be encouraged. (3) Some of the categories of behavior,
such as “‘social adjustment”™ and “sensitivity to others” suggest that the
assessment procedure 1s focused at least partly on the communicative behavior of

134 Assesung Funciional Communication

el 136

Aruitoxt provided by Eic:




[E

O

students in classrooms. The instrument focuses attention on eigit categories of
student behavior’ personal adjustment, responsibility and effort, creatiity and
iniative, integrity, soctal adjustment, sensitivity to others, group orientaticn, and
adaptability tc 1ules .nd conventions. These categories of behavior are described
with examples, and. within each category, the descriptions are divided i 1to
behaviors that need improvement and behaviors to be encouraged. The
instrument might more properly be regarded an observation guide. It does.
however, call for the classificaton of behaviors within each of the eight
categortes and requires, further, the assignment of behaviors to either a positive
or negative subcategory for each of the general categories. itis intended to be
used over a period of several months to assess a child's weaknesses and strengths.
Since it is an observation guide rather than a measure, usual information
concerming 1its adequac, 1s scarce. However, it was developed according to
critical-incidence techmiques. The category system grew from an analysis of five
thousand behaviors regarded as “critical sncidents’™ in the sense that these
behaviors were assumed to bear directly on the child's later personality and
character development. The merits of the category system are predominantly in
terms of the excessive care taken in its development rather than n standard tests
of its reliability and validity subsequent to 1ts development.

Availability of measure. Science Research Associates, 57 West Grand Avenue,
Chicago. lHllinots 60610.

60. Performance Style Test

This selt-report instrument. consisting ot fifty-five true/false items, was
developed to denufy an individual’s characteristic performance style in inter-
personal relations The test1s keyed <o that each ~spondent may receive a score
in the form of a percentile rank on each of three performance styles in
interpersonal relations The three pertormence styles are conceptualized as (1)
the extent to which an indwiduai dishkes and prefers to avoid interpersonal
contacts snwhich, in his or her own eyas. be or she s called upon to act or to play a
role, (2) the extent 0 which an individual typically 15 skilled 1n interpersonal
relations. enjoys them. and knows - hat to do in interpersonal contexts, (3) the
extent to which an indwidual’s behavior 15 directed almost completely by the
nature of the interpersonal situation in which the individual happens to be The
test was developed with 852 undergraduates in intrnductory psychology courses
at the Univeraty of Connerticut Test retest reliabihities tend to cluster around
085 Scores on the three pertormance stvies are negatively intercorrelated, and
the items appear to discriminate effectively among the three performance styles,
as conceptualized

Availability of measure, Ringe, K. and Wal n. K A Test to Measure
Performance Stvles in Interpersonal Relations ™ v, chiological Reports (1968)
147-154
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61. Personal Orientation Inventory

The Personal Orientation inventory 1s included here for two rest ns:
(1) Shostrum’s extension of Maslow's theories of self-actualization has influenced
work in the field of communication, particularly in the area of interpersonal com-
munication. (2) Several of the subscaies derived from the inventory may be usefulin
- investigations of functional communication. In particular, the subscale “capacity
for intimate contact” assessesthe extent towhich anindividial exhibits the ability
to form and sustdin intimate relationships. Intended as a measure of personal
maturity, with “self-actualizers” presenting the presumed highest level of
personality development, the instrument in general and many of the subscales
have been interpreted as having direct relevance to the investigation of, and the’
conceptual understanding of, effective communication. The inventory consists
of 150 forced-choice items. The items are self-descriptive, and the respondent
selects the one from each pair that best characterizes self. The inventory requires
approximately twenty minutes to complete. Raw scores may be converted to
percentiles derived from a sample of 2,607 college freshmen. Norms are available
for other comparison groups, incitding student nurses, male supervisors, college
juniors and seniors, high school students, and delinquent males. Considerable
information s available on the adequacy of the measure. The assumption s that
readers of this volume would not be interested in the use of the inventory to
distinguish healthy personalities from unhealthy ones. If u ~ ‘or research
purposes, the instrument has adequate vahdity. Considerable care been taken
in the development of the inventory, but the researcher would nc  to test the
the reliability of the subscales Yetore using them individually.
Availability of measure: Education and Industrial Testing Service, San Diego,
California 92107.

62. Personal Report of Communication Apprehension

The Personal Report of Communication Apprehension (PRCA), aself-report
"measure of communication appretnsion. ‘vas developed for use with college
students, tenth graders, and seven . graders. The instrument consists of twenty
items rated by subjects on a five-interval, agree/disagree scale. The items focus
on interpersonal communication, group communication, and a few “extreme”
public-speaking and small-group situations Reliabilities are reported tobeinthe
0.90s for PRCA-college and in the .80's for PRCA-10th grade and PRCA-7th grade.
Test/retest .eliability for PRCA-college, over a ten-day period, was 0.83.
valdations focused upon. and demonstrated a correspondence betweeen,
CA scores and student self-ranking compared across members of small-
iscusston groups. In addiion. correspondence 15 reported 1o exist between
usually high scores obtamed by students and observer’s evaluations of these
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high-scoring students. The validation work contained in the original report of this
instrument is somewhat sparse, but a reasonably high degree of conient validity
for the items makes this instrument worth examining.

Availability of measure: McCroskey, James C. “Measures of Communica-
tionbound Anxiety.” Speech Monographs (1970); 270-278.

63. Personal Report on Confidence as a Speaker

This instrument assesses emotions experienced by students speak:ing
formally before peers. lt focuses on related dimensions of fear versus confidence.
The instrument itself consists of three sections. (1) two scales, one on which
respondents report feelings before speaking, the second on which respondents
report feelings duning speaking; (2) a checklist of adjectives describing feelings
before and during speaking (twenty-two items); (3) 104 descriptive statements on
which respondents report degrees of fear and degrees of confidence. Following
validation work on the instrument, the third section has been used most
frequently and i1s used occasionally still. The instruments was devised by sampling
college-student responses. Its internal reliability is approximately 0.87 to 0.93.
External reliability figures contained in the original report of the instrument are
suspect, since test/retest correlations tor the 117 subjects were based on scores
obtained prior to, and after, four months of speech training. in our opinion, the
strongest argument for the validity of the instrument is contained in the high
intercorrelation among the three sections of the instrument. Moreover,
moderate correlations are reported between self-reported anxiety (scores on this
instrument) and observers’ ratings. In addition, moderate correlations are
reported between self-reported anxiety and relevant subscales of a psychological
inventory.

Avallability of measure: Gilkinson, Howard. ““Social Fears as Reported by
Students in Ccllege Speech Classes.”” Speech Monographs (1942): 141-160.

64. Porch Index of Communicative Ability

Developed to diagnose levels of communicative ability in aphasics, the Porch
Index of Communicative Ability (PICA) yields gestural, verbal, graphic, and total
scores. It requires approximately one to one and a half hours to administer. The
examiner rates subject responses on a relatively complex rating scale .sixteen
scale intervals or scoring categories). The responses are 1n the same mode as the
subtests (gesture, verbal. graphic) and as the input modalities {visual recognition,
spoken words. reading). The ratings are transformed 1n percentiie ranks, based
upon a sample of 150 adult aphasic patients. Forty hours of study and practice in
administering and scoring under someone already trained in the use of PICA is
recommended. The instrument 1s directed toward adult aphasic patients. For
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trained scorers, rehabiiitv 15 in the 0.90s. The validity of the tests seems to be
primarily content or tace validity.

Availability of measure Consulting Psychologists Press., 577 College Avenue,
Palo Alto, California 94306.

65. Purdue Basic Oral Communication Evaluation Form

This measure of general communication effectiveness requires an interview
conducted for the purpose of generating subject responses that ate then rated on
several dimensions: {1} physical communicaton, 12! vocal communication, {3)
verbal communication (*‘use of language'"), (4) listening and feedback behavios,
{5) adaptive behavior (monitoring). (6) general personality impressions, (7)
overall score (a “gestalt” evaluation) After a ompleted interview, the
interviewer rates the subject on each of the dimensions iJentified above. The
instrument requires skilled or trained raters, and apparently there 15 no
standardized interview schedule. It1s designed 1 assess general communication
effectiveness for adult subjects The principal argument for the adequacy of the
measure 1s represented by evidence that trained interviewers accurately
discriminated between “'successful " and “less-successful’” supervisors in a large
service industry 1t s rather a global measure. The scores denved from the rating
scale are not normed or standardizor However, because 1t assesses general
communication effectiveness in a face-to-face interaction setting, it has marked
advantages as a direct measure of communicatior effectiveness.

Additional -formation: Pace. R Wayne, and S:mons, Herbert W. *’Prelim-
inary Validation Report on the Purdue Basic Oral Communication Evaluatinn
Form.”" Personnel Journal (1963) 191--193.

66. Receiver Apprehension Test

A twenty-item, self-report measure of apprehension esperienced in the
receiving of communication its foc « « on recener apprehension. primarily 1n
interpersonal-communication situations Developed by sampling responses of
college students and then compdred by tactor analvsts with the Personal Report
of Communication Apprehension, this instrument seems to focus discnimirating-
ly on apprehensions expenenced by recenvers tn this respect, the instrument is
unique Its correlation with the Personal Report of Communication Apprehen-
sion s low (0 20), thas adding to a daim tor 4 ,cnimimant validity The internat
reliability of the instrumen. s reported to be ¢ 91, It ment and utiity derve from
its unique focus on recever apprehension

Availability of measurc: Wheeless. L R. "An Imvestigation of Recewer
Apprehension and Soctal Cc o ext Dimensions of Communication Apprehension ™
Speech Teacher 11975) 2F1-2,
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67. Resource Process Coding System

This unique category system centers on interaction settings in which the
individuals transmit informational resources to each other. Though designed for
the analysis of interaction in correctional and mental-health settings. it seems to
be applicable to almost any mstitut,onal setting in which iniormation exchange
occurs. It may be employed by asinle observer. coding interaction as 1t happens,
The tendency has been to modify this basic category system in terms of the
demands of the snstitutional setting in which it1s used. The basic category system
differentiates, t the broadest level. between modes, information, direction. and
support. Within each mode there are six resource categones: seeking, giving,
depriving accepting, ignoring, and rejecting The category system has several
merttorious features. not the least of which s the careful explication of the
support mede. The category system not only focuses on the characteristics of
interaction associated with information exchange and the supplementary
process of supplying direction and orientation but also provides a means for
analyzing the character of interpersonal support present in the interaction. The
categones of seeking support, gnving support, depriving support, accepting
support, ignoring support, and rejecting support are a focus for the analysis of
interaction, usually not present or not sufficiently explicated in other category
systems.

Additional information. Longabaugh. Richard “The Structure of Inter-
personal Behavior.” Sociomeiry (19€%). 441-460, Longabaugh. Richard. and
Eidred, Stanley H A Resource Process Coding Manual Mclean Hospital.
Belmont., Massachusetts. 1964

68. Scale to Measure Affective Sensitivity

This measure of empathic ability was developed bv sampling responses of
undergraduate students, master's degree students. and practicing school
counselors The subject views a videotaped interaction between a chent ard a
therapist. The subject 1s given a set of eghty muluple-choice tems, each
consisting of one accurate description and two distracting descriptions of the
feelings the client 1s exhibiting on the videotape The subject is asked to 1dentify,
for each multiple-choice item, the one accurate description. Test/retest
relability for two different groups over one week 1s reported to be 075, over 6
months, 1o be 0.58 and 067 Concurrent validity for the scale appears to be
marginal. There s a general pattern of moderate rank-order correlanon between
scale scores and theraprst evaluations of subjects. between scale scores and
chinal supenvisors’ rankings of doctoral students. and between sc ale scores and
staff ratings of counselors However, a reasonably good argument for the vahdity
of the scale s represented by the sigmiticant reported improvementin scale scores

.
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over six months of an education/training program for student subjects. The
predictive validity of the instrument appears to be stronger with low scale scores.
The low scale scores tend to select negative distractn:s in the multiple-choice
items, perhaps projecting feelings of rejection ontheclients. The test developers
hypothesize that inaccuracies may be tied to the taiiure to accurately perceive
cues exhibited by the client. Thus, this instrument may fit. as well, under the
category “nonverbal receiving ability

Additional information: Campbell, Robert }.; Kagan, Norman; and
Krathwohl, David. “Scale to Measure Affective Sensitivity * Journal of Counseling
Psychology (1971): 407-412.

69. Self-Disclosure Questionnaire

Deveioped in connection with an attempt to validate Jourard’s Self-
Disclosure Questionnaires (sixty-item and twenty-five-item forms), this measure
is an attemnt to assess actual disclosure rather than self-reported disclosure. 1t
consists of five questions directed toward five areas: interests, personality,
studies, body, and money. The responses to these questions provide the base
from which disclosure 1sinferred. Answers i tie c,uestions are rated on a three-
point scale. In addition to rated leveis of disclosure in responding to the
questions, a word count 1s tabulated to indicat: the total amount of disclosure.
The depth of disclosure ratings correlate wi'n the amount-of-disclosure index at
0.84. Interrater reliability for coding the ar:swers to the five questions is reported
at 0.83. The correlations between scores >n this measure and scores on Jourard’s
self-report measures are sufficiently low to raise questions concerning the
concurrent validity of either or both approaches to assessing se’f-disclosure.
However, Jourard’s measure s directed toward assessing seif-reported disclosure
to specific targets mother, father, best male friend. best female friend. This
measure, on the other hand, 1s directed toward assessing actual self-disclosure to
an unidentified target (whoever is going to be reading the questionnaire
responses). Under such circumstances, low to moderate correlations between
the two measures might be expected.

Additional information: Pederson. D. M., and Breglio, V. } “‘The Correlation
of Two Self-Disclosure Inventories with Actual Self-Disclosure: A Validity Study.”
Journal of Psychology (1968}. 291-298

-
- E,\g -y

70. Sensitivity to Vocally Expressed Emotions (our label)

A forty-five-item tap. -ecording composed of recorded recitations of five
speakers communicating eight emotional meanings and one neutral expression.
The eight emotional meanings are anger. boredom. affection. cheerfulness,
impatience, joy. sadness. and satisfaction. fach emotional meaning, as well asthe
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neutral one, is conveyed by means of the same standard paragraph. The subjects
are presented witk the list of nine categories and are asked to identify which
meaning is being expressed on the tape-recorded paragraph. Sensitivity to
vocally expressed emotional meanings is determined by the number of correct
identifications made. Test/1etest reliability is reported to be 0.82,

Additional information: Davitz, }. R., and Mattis, 5. “The Communication of
Emotional Meaning by Metaphor.” In The Communication of Emotional
Meaning. edited by J. R. Davitz. New York: McGraw-Hill, 1964, Pp. 157-176.

71. Sentence Completion Form

Usable with both elementary and high school students, the instrument
assesses the predisposition to exhibit socially approved or aggressive-disruptive
behavior. It focuses on the classroom setting. It is administered in interview
format for young children and in self-report format for older children. It consists
of twenty incompleie sentences for which the respondent provides endings.
Criteria for differentiating between socially approved behavior and aggressive-
disruptive behavior grow from an analysis of the responses of two groups of
children, one group that exhibited socially approved behavior and another
group that exhibited aggressive-disruptive behavior. Characteristic ways in
which these two groups completed the sentences serve as empirical bases for
scoring the instrument. Subjects score low (socially approved) or high
(aggressive-disruptive) only if their responses correspona to those characteristic
of one of the two criterron groups. Responses not characteristic of the two
criterion groups are gwven a middle-range score. The response to each
incomplete sentence is scored separately, then summed to yield a total score.
interscorer reliabilities are reported 12 be 1n the 0.70s.

Availability of measure: Feldhusen, J. F., Thurston, J. R.; and Benning, J. J.
“Senience Completion Responses and Classroom Social Behavior.” Personnel
and Guidance lournal (1966): 165-170; Soh, K. C."‘Sentence Completion Form: A
Validation Study." Psychology in the Schools (1973). 316-319.

72. Situation Exercises

This instrument consists of different sets of paragraphs that describe
frustrating experiences encountered by children. Sets of paragraphs are written
for both boys and girls, as well as for different ages The test 1s appropriate for
elementary and junior high school students. The frustrating experiences are:
being accused of cheating i school, being threatened with pumishment for an
unavoidable mistake. receving a social rejection, and not being allowed to make
a simple decsion over ¢l ng selecion The intent of the nstrument 1s to
identify tendencies toward »oaially approved or aggressive/disruptive behawior.
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These tendencies are tapped by confronting subjects with the brief situation
descriptions and then asking subjects to write all the things that could be said or
done in response to the frustrating situation. Responses are analyzed for
adaptivity, abasement, dependence, and aggression. It is suggested that the
instrument be adminsstered by a trained social worker or psvchologist. Scoring
for the quartitative score “adaptive’” apparently may be accomplished without
considerable training. but training seems to be required for the qualitative
scores, abasement, dependence, and aggression The adaptive score is arnved at
by comparing subject responses with those responses elicited trom two criterion
groups: socially approved children and aggressive-dissuptive children. iInter-
scorer reliability is reported to be in the 0 80s and 0.90s This instrument and the
Senterice Completion Form reviewed ear :er were developed by the same team
of individuals for research purposes.

Additional information: Feldhusen. |. F. Thurston. ). R.. and Benning. |. §.
““Studying Aggressive Children through Responses to Frustrating Situations.”
Child Studv Journal (19701 1-17

73. Situation Test

The situation test involves a general assessment procedure: specific
measures are derived from it The general assessment procedure involves two
alternate forms. each consisting of ten social situations presented orally. on tape,
by a male voice The taped male voice describes situations involving a female. A
female voice then presents a line of dialogue to which the subjects respond
outloud. The subject s responses to each of the ten 5o+ 1al situations are recorded.
The recorded responses gre then analyzed in anumber of ways.two of which may
be of interest 1n terms of assessing iNterpersonal communication functions The
responses are analyzed for “anxiety wgns.” including failure to respond,
stuttering. repetition of words or phrases. halng within a sentence. unfinished
sentences. of mispronunciations Anxiety signs are reflected as proportions of
the number of words per response A second medasure of potential interest
involves adequacy ratings. Each response 1 rated in terms of its adequacy n
meeting the functional demands ot the sociat situation described on the tape The
assessment procedure and related measures were tested on small samples of
college students Interobserver and inter-rater reliabilities were sufficiently high
to allow the presumption that the general assessment procedures may be
employed to produce Measures of both anxiety and adequacy of response The
assessment procedures are somewhat cumbersome Ho o ever, the Situation Test
seems well concened. so th * judgments can be made about the adequacy of
communicative responses in «ocial situations

Additional information Rehm.R P .and Marston. A R “Reduction of Social
Anxiety Through Modification of Selt-Reinforcement - An Instigat:on Therapy
Technique.” Journal ot Consulting and ( Iineal Pochaology (1968) 565-574.
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74. Situational Preference Inventory

Directed toward identitying preterred styles ot social interaction. this self
report instrument 1s used appropriately with ages tromjunior high sehoollevel to
adult It consists ot twenhy-two sets of statements, three statements in each set.
with a given statement retlectng either a cooperational. instrumental. or analytic
stvle of interaction Statements are ranked within eachset The cooperational and
instrumental styies need no explication: however. the anah i interaction style s
conceptually treated somewhat ditferenthy 1n this instrument than it s by
communication schoiars. especially those dentified with the area of inter-
personal communication. The analvtic stvle as reflected 1n this instrument ss
characterized by greater sensitivity to situational and interpersonal cues than is
the analvtic stvle descnibed 1n the tterature associated with interpersonal
communication. Test retest reliabihities are -n the 0.70s and 0.80s. This instrument
seems 10 have been caretully developed and apparently 15 1n wide use.

Avallabthty of measure Edwards. Carl L. “Interactive Styles and Social
Adaptation.” Genetic Pswchology Monographs 11973 123-174

75. Social Accessibility

This measure of soctal accessibihity mav also be regarded as a measure of self-
disclosure. It s a paper-and-penail questionnaire consisting of fifty items. The
respondent indicates whether or not he or she would answer a particular
questton asked by (11 a strangzer that would probably never be seen agan. (2) an
acquaintance 131 abest tnend. or 4y no one tach response is scored from0to 3,
the total score indicating the extent to which an indwidual reports himself or
herself as being accessible 1o others The instrument was developed and tested on
samples of eighteen-to-twentv-vear-olds One ot its umgue features 1s that it
maintains moderate external relabihities for administrations repeated over a
four-year penod. In 1ts present torm. the scale may not disunminate very well
between high and low revealers. since many ot the items are somewhat dated.
Answering these items by today < standards. seems subjectively to involve much
less sk for an indndual thanitmight huve in 1958 Wath some revision. however,,
the instrument may be usable as a measure of the extent tow hich anindividuat is
gecessible to others or s ikely 10 reveal selt 1o others

Avatabilitn o meastre Rickers:Ovslankama M AL and Kusnun, A A,
“Indnadual Dt rences in Soaal Accosababiny T Pacchological Reports (1958)
3191-406

76. Social Adjustment Behavior Rating Scale

Thic e g dimical diagnostic mstrament de ocoped through the samphing of
responses of male psvchiatie pationtoin thairt-eight Veterans Administration
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hospitals. Itis included here because it contains a thirty-three-item socialization-
level subscale that assesses one’s adequacy of social interaction, ranging from
complete social isolation at one extreme to maximum breadth and depth of
mature social interaction at the other extreme. The initial item pool consisted of
four hundred behavior statements that consequently have been refined, through
extensive analysis, to a twenty-nine-item work-level scale arid a thirty-three-item
socialization-level scale. Subject behaviors are rated by professional psychiatric
clinic personnel. There is extensive information on the rehability and validity of
the scale in terms of its clinical use. However, it is included here because the
socialization-level subscale was constructed according to Thurstone scaling
procedures. Consequently, the socialization-level subscale makes available a set
of behavior statements ranging across a continuum from one extreme to the
other, reflecting approximately equal intervals between scale steps. It may be
worth examining for its potential as a measure, at the interval level, of the
adequacy of social interaction.

Additional information: Aumack, L. “A Social Adjustment Behavior Rating
Scale.” Journal of Chnical Psychology (1962): 436-441.

77. Social Insight Test

This instrument is included because the concepts ‘“‘communication
competence’’ and “functional communication” are very closely associated with
the appropriateness ot an individual’s response: in 2 particular social situation.
The Social Insight Test is directed toward assessing the appropriateness of
interpersonal responses. Part | requires the respondent to select the most-
appropriate or most-logical response, and part il requires the respondent to
choose the response yielding the most satisfaction and i=ast embarrassment to the
other individual. Each item consists of a description of an inierpersonal situation
and four alternative response choices. The total test consists of twenty-five
items. The respondent’s score 15 based upon the number of correct responses
identisted. The correct resporse 1s one that exhibits the respondent’s ability to
identify the most-probable reason for the behavior of an individual described in
the item or one that exhibits the respondent’s ability to identify the most-likely
consequences of a particular behi>.or. The response alternatives for each item
are weighted empinically according to the two cniteria identified above The
inventory requires approximately thuirty minutes to administer. The internal
reliabilities of the test are marginal. Adequacy may be argi.ed primarily from the
point of view of concurrent and constructvalidity At present. it seems adequate
for use in research but insufficiently vahdated for indinidual or diagnostic
purposes. It 1s most anpropnate for use with adults

Availability ot measure Consulting Psychologists Press, 577 College Avenue,
Palo Alto, California 94306.
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78. Southwestern Cooperative Educational Laboratory Interaction Observation
Schedule

This category system is applicable to classroom communication and may be
employed by an observer coding comimunication as it occurs. Itis used to classify
verbal and nonverbal communication between students and teachers. It is
directed toward classifying events and processes of an affective nature and
encompasses concern for identifying teacher behaviors likely to promote tension
and those likely to reduce tension. There are two major categories, one for
classifying student behaviors and the other for classifying teacher behaviors. The
essential nature of the category system may be understood by examining the
categories of teacher behavior. Categories of teacher behavior are blocked
according to whether the behavior is likely to promote or to reduce tension.
There are ten categories of tension-reducing teacher behaviors, such as praising
students, asking or allowing students to help each other, using encouraging
remarks, using ur promising rewards, apologizing, and allowing pupils to speak
without permission. There are eight categories of tension-promoting teacher’
behaviors, including such things as warning students. frowning or glaring,
punishing, calling on a student who has rot volunteered, using sarcasm_/
criticizing or correcting students, and ignoring or interrupting students.
Organization of the category system. differentiating student and teacher
behaviors in terms of their affective qualities, makes this category system
potentially useful in continuity analyses. That 1s, the category system lends itself to
a description of the types of student behaviors most likely to follow particular
kinds of teacher behavior, and vice versa.

Additional information: Bemus. Katherine A., and Liberty, Paul G. ““South-
western Cooperative Educational Laboratory Interaction Observation Schedule
(SC10S); A System for Analyzir,, feacher-Pupil Interaction in the Affective
Domain.” Southwestern Cooperative Educational Laboratory. Inc., Albuquerque,
New Mexico, 1970.

79. Speech Anxiety Inventory

This self-report instrument assesses speech anxiety conceptualized in two
ways. (1) anxiety experienced during a particular speech (state) and (2} individual
but generalized predisposition to exnerience anxtety in speaking situations
(trait}, The items were drawn from an earher anxiety measure (Personal Report on
Confidence as a Speaker) and were revised to reflect the distinction between
state and trait anxiety The inventory consists of fifty-six items, half directed
toward trait anxiety and half directed toward state anxiety All items are scaled
across four intervals. All items are focused on the public-speaking situation.
Normahzed scores and percentile ranks for 249 undergraduates in fundamental
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speech courses at Flonda State Unwverssty are available from the author.
Rehability information 15 avatlable primanly on speech-A trait. Repeated
admrnistration to 95 undergraduates over three consecutne months produced
external reliability coefficients ranging from 073 to 0.84. Internal rehability
estiznates range from the 0.70sto the 0.90s. Responses onthe trart scale across four
occasions (two speaking. two nonspeaking) produce moderate-to-strong
intercorrelations Since trart anxiety s conceptualized as generalized predispos-
tion to experrence anxiety n speaking situat:ons. these intercorrelations may
suggest a weakness in the discriminant validity of the measure. If the measure
assesses trait anxiety, intercorrelations between speaking and nonspeaking
situatrons should be much lower than those reported. However., additional
validation information suggests strong evidend ¢ of discriminant »alidity. Student
scores cn speech-A trait increased in experimental conditions wherein subjects
were required to engage in speaking but did not increase N experimental
conditior not involving speaking Consequently, there 1s reason to believe that
this instrument assesses a form of trait anxiety directed toward generalized
speaking situations and that this instrument may be more-specifically focused on
speaki g situations than are other measures of trait anxiety represented in the
more-general psychological literature A great deal more intormation s avarlable
o tne vahdity of this instrument than s reported here 1tappearsto be one of the
.nore-carefully constructed and more-caretully tested instruments for assessing
speech anxiety. .

Additional intormation  Lamb. Douglas H “Speech Anxiety Towards A
Theoretical Conceptualization and Preliminary Scale Development.”” Speech
Moanographs (19721, 62-67

80. STEP Listening Test

One of the tests 10 the Sequential Tests ot Fducational Progress series. the
STEP Lsstening Fest s clearhy one of the better-designed and better-normed tests
of basic Iistening <kills There arer tour levels of STEP Istening: level one,
appropriate for college treshman and sophomores, level two. appropriate for
grades ten eleven. and twelve, level three, appropriate tor grades sever. eight,
and nine. level four. appropriate tor grades tour. tne, and ax Each of the levels
has two alternative torme of the histening test The tost gsesses three basic
dimensions of hateming <kidl 11 plam-sense comprehenaen, (21 interpretation,
{31 evaluation and application The tedd itselt conasts ot g seres of passages read
aloud by the examiner to the respondents These passages consist of directions
and ample exposition narration thoth ample and tigurative), argument and
persuaston, and aesthetic matenal thoth poetey and proser Respondents are
provided with anwer cheets in maluple-choice tormat Raw scores are
transformed to percennle bands
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Availability of mea-ure: Cooperative Test Division. Educational Testing
Service, Prince ton, New jersey 08540

81. System for the Analysis of Classroom Communication

Jne of the organizations responsible for a good share ot the work done in
analyzing and systematizing assessment procedures used in educational settings
1s the Center for the Study of Evaluation at the Unwversity of California at Los
Angeles. This category systemwas developed by the staff of that orgamization. Itis
applied to the analysis of (lassroom communication It may be employed by a
single observer, coding communication as it occurs. It may be used for research
purposes, as a supplement to standard educational evaluation procedures, or in
training settings. It has three broad diraensions. (1, teacher behavior. su bdided
into five categories; (2) pupil behavior, subdivided nto five categories;
(3) behavior involving both teacher and pupil, subdivided into two categories. In
each general dimens-on, the specific categories are further differentiated. The
degree of differentiation varies from category to category. A teacher’sbehavior is
classified in terms of posiive affect, negative affect. statements, questions, and
control of behavior (or classroom management). Each of these categories is
differentiated further. Pupil behavior 15 classified as pupil responses; pupil
imiiative;, practice skills to develop rapid, automatic response; positive affect,
and negative affect. The first three categories are differentiated further. Behavior
involving both teacher and pupil is classified in terms of silence or noise, or
procedural interchange Each of these categories 1s differentiated further.

Additonal information Jones, Margaret E “‘Reliabiity of Coding of the
System for the Analysis of Classroom Communication (SACC).” Center for the
Study of Evaluation. University of Califormia at Los Angeles. 1969.

82. Teacher-Child Dyadic Interaction

This category ssstem 1s approprate for research purposes. It focuses
upon classroom communication It may be used by one observer classifying
communication as it occurs This category svstem 15 included here because
a substantial block of its categories 15 directed toward idenufying teachers’
feedback reactions The categonies are dmided broadly into general class
actvities and reading and recitaton times Within general class activities,
there are categories to identifv response opportunities (types of teacher
behavior that provide opportunities for students to respond), level of question
(four types of teacher-initiated questions), child’s answer {four basic ways
in which the student might respond to the teacher-mitiated questions) and
teacher’s feedback reaction This last broad categosv, i the section of the
categorv svstem dealing with general dass activity. contains twelve categories
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describing the feedback a teacher provides the student. The twelve categories
are prase, affirmation of correct responses, no feedback reaction (that s,
no response or a response that does not communicate information about
the correctness or incorrectness of the child’s answer), negation of incorrect
answers, criticism, process feedback, gives answer, asks other, calls out {this is
when unsolicited responses from other students provide the correct answer),
repeats question, rephrase or clue, and new quesuon, The focus or
teacher feedback responses 1s a major con-ern of this category system.
The categry cystem. in general. includes not only this concern but also
categories directed toward cognitive behaviors. classroom procedure or routine,,
and the analysis of teacher and student communicative behavior occurring while
students are taking turns reading or reciting.

Availability of measure: Brophy, Jere E., and Good, Thomas L Teacher-Child
Dyadic Interaction: A Manual for Coding Classroom Behavior Austin- The
Research and Development Center for Teacher Education. University of Texas,
1969,

83. Test of Listening Accuracy in Children

This instrument assesses listening ability in children ages five through mine 1t
can be administered as a group test, recuiring approximately forty-five minutes.
with arest after every tenth item. The test consists of eight-six items. It may also
be administered individually In both cases. the child sees three pictures and
hears three words. One of the words s correct. the other 1s incorrect, thougn
phonologscally similar The child’s score 1s the total number of items correctly
identified. The or:ginal observation base for the nstrument onwsted of 1,857
chiidren randomly selected irom one geographic area Th. princ. !argument
for the ac equacy of the measure 15 an tem analysis. One hundred thirty-two
itemswer .ncluded inthe onigmnal item pool. -ubsequently reduced to eighty-six
through. ite m analysis,

Availability of measure Communication Research Asocuates, .., Box
11012, Salt Lake City, Ltah 84111 »

84. Tests for Auditory Comprchension of Language

This measur- ot listening comprehension 1 included here because it 1s
drected toward the assessment ot hist »ming skills in children between the ages of
two year,, ten months. and seven vears, nine months. itwas developed with small
samples of children divided into nine age groups, each representing asix-month
age <pan ltconsists of 1231te 5. each assigned one point for correct response. It
15 administered by an examiner who presents stimulus items orally The
respondent 1s asked to point to a picture that represents what the examiner has
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requested. Each of the stimulus items assesses the child’s ability to comprehend
words, morphology, grammar, and syntax. Information on the adequacy of the
test is sparse; however, it is our understanding that such information, as well as
norms, was being accumulated at the tme this volume was being prepared.

Availability of measure: Learning Concepts, 2501 North Lamar, Austin,
Texas 78705, -

85. Torrance Tests of Creative Thinking (Verbal Scores)

This general assessment procedure i1s perhaps the best-known and most
widely used measure of creative thinking. Of particular int2rest to readers of this
volume are the seven verbal tests: (1) A respondent is shown a picture and is told
to ask as many questions as he or she can about what’s hap~~ning. (2) For the
same picture, the respondentisasked to guess possibie causes ot the action in the
picture. (3) For the same picture, the respondent is asked to guess the
consequences of the action. (4} The respondent 1s shown a picture of atoy and 1s
asked to suggest ways of impr 1 ‘5) The respondent is shown a picture of a
container and s asked to suggest aluses for it. (6) The respondent is told to
2sk as many questions as he or she can about the object in item 5. (7) An
improbable situation is described and the respondent 1s asked to suggest its
consequences. Responses can be scored for flueacy (the number of relevant
responses), flexibility (the number of s,~ontaneous shifts from one category of
meaning to another), originality tive infrequency of the responses
given), and elaboration (the de: ~ecificity of the responses). T e verbal
tasks require about forty-five minu.cs of testing ime The test must be scored by
hand. The guides for scoring are quite clear, and the manu il discusses scoring
errors to be avoided. The Torrar > Tests of Creat.ve Thinking have many
valid . ion studies associated with them (fifty are reported in the manual). The
strengths appear nrimar 'y to be reliability and constiuct validit  Test/retest
rehab:lities are strong for short intervals up to three years. Construct validity
corsistently demonstraies that the test measures behaviors consistent with the
Iterature ot creatwvity It can be administered to individuals from kindergarten
age through adult.

Availability of measure: Personal Press. 191 Spring Street, Lexington,
Massachusetts 02173,

86. L willingness to Communicate Scale
The Unwillingness to Comrnunicate Scale 1s a self-report, Likert/type
atitude questionnzire that assesses the tendency to avord or devalue oral

communication. It probes attitudes about communication and perceptions of
actual communication experiences. The items represent five dimensions:
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anomia (failure to adcpt or internalize societal norms and values of communica-
tion), alienauion, introversion. self-estezsm. and communication-apprehension/
reticence. However, analysis of the instrument’s construct vahdity produced two
main factors' approach-avoidance and reward. The presence of concurrent
validity is supported by virtue of correlations with like measures. Discnminant
validity for the two factors considered separately s supported by demonstrated
differences in the correlations of the two factors with like measures. The
instrument was developed and refined by sampling college-studer.t responses.

Additional information’ Burgoon. Judee K “The Unwillingness to Com-
municate Scale: Development and Vahdation " Communicatior: Monographs
(1976). 60-69

87. Utah Test of Language Development, revised edition

The test assesses expressive and receptive language skills. it requires
approximately thirty to forty-five minutes to administer The examiner induces
responses of considerable variety, including responses to sequencing tasks
(repeating digits. sentences), pointing to objects, naming objects.ardsoon.Asis
usually the case, and e<pecially with this test. the examiner must follow car=fully
the instructions given 1n the manual. Correct and incorrect responses are
recorded. The test yields 2 rav. score thau 1s converted to the child’s “language
age.” The test covers ages one and one-half te fourteen and one-half. It was
normed on the basis of 273  normal, bright children” in Utah. The sample
apparently crossed age groups, so norms are based on sma.l samples within age
groupings. The nternal consistency of the measure is high (0.94) Content vahidity
of the test seems reasonably good. especially at she lower age levels.

Availability of measure Commusnicaticn Research Associates, Inc . Box
10012, Sal: Lake City, Utah 84111

88. Vance Language Skills Test

Developed tor use with preschool children, this instrument assesses lan
guage comprehension ard production It contains eight subtests (1) fabehing
of objacts, (2) spatial relations, {3) enmvironmental sound reproduction., (4) en-
vironmental sound labeling. (51 a sccond spatial relavon <ubtest, (6) speech-
sound discrimination, (7) precepts and concepts, (8) language structure and
content. The test consists of a vaniety ot materials, induding pictures, score sheet
for tasks., and nstructions for scorng a structuzed interview Assessment
procedures require approxtmately one hour Itisimportant that the examiner be
familiar with all asped s of the test and that ime be devoted to developing rapport
with the (hild Scores are obramed on cach subtest, withsarme nurmative data for
comparisons. The test was devgned for usemin g speaific rosearch project
Relatively Intle mtormation  avaidable on the adequacy of the neasure,
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although interna! consistency estimates of reliability for the subtests range from
0.25 t0 0.94, with a miean of 072.

Additional information: Vance, Barbara J.* The Effects of Pre-School Group
Experience on Vanous Language and Social Skills in Disadvantaged C uidren.”
Project #7-8070, Stanford University, Palo Alto, California

89. Verbal Interaction Category System

An extension of the Flanders system. this category svstem may be used by a
single observer coding classroom communication as it occurs. It provides a
specific focus on teacher behavior that accepts or reject 1deas ad feelings
expressed by the student. whether that rejection 1s expressed verbally or
nonverbally. The system contains twelve basic categories, some of which are
further subdivided. These categories are orgamzed around five dimensions: (1)
Teacher-initiated talk. This dimension has four categories: gives information or
opinion, gives direction, asks narrcw question. asks broad question. (2) Teacher’s
response. This 1s the central dimension, which identifies accepting and rejecting
responses There are two categories acceptsandrewects €. f these catego.ies
1s subdivided to identfy responses to student 1deas. b ors, and feelings.
{3) Pupil response This dimension contains two categones  uferentially identify-
ing the student’s response to the teacker and the student’s responses to other
students. (4) Pupil-initiated talk. This dimension consists of two categories that
identfy communicative behavior imtiated by a student and directed either
toward other students or toward the teacher. (51 Orher. This dimension consists
of two categories, one of which identifies silence: the other, confusion.

Availability of measure. Amidon. Edmund, and Flanders. Ned A. The Role of
the Teacher in the Classroom Minneapolis Association for Pro-  cuve Teaciung.
1967; Sirnon, Anita. and Bover, £ G, editors. Mirrors for Behavior 1. Communi-
cation Matenals Center. Rices M.l Road. Wyncote, Pennsylvania 19095,

90. Verba! Language Development Scale

The Verbal Language Development Scale vields a gross measure of a child’s
‘language age.” It covers ages from birth to fifteen years The measure employs
aninformant-intervien format. that s, the examiner interviews an “informant’—
a parent. teacher. or other adult who has observed the child—about the child’s
exhibited behavior on verbal taske The instrument consists of fifty stems. It
requires about thirty minutes to compliete Most of the stems are directed toward
preschool years Fach item 15 rated across three scale intervals by the adult
informant. Behavior of the child s rated asroughly present. emergent, or absent
Scores denved trom these ratings are converted by companing the scores with
those otitained by 120 normal-speaking white ¢hildren from Central Utah This
onginal comparison group was subsequently enlarged. but the norms did not

1 53 Beaeet Retesn s of M castres 151

ERIC

Aruitoxt provided by Eic:



change substantally. Bott. intcrnal and external reliabilities for the instrument
are adequate. The strongest arguments for the adequacy of the measure are
associated with i*s concurrent validity. There 1s demonstrated correspondence
between :cale scores and IQ scores and between scale scores and judges’ratings
of language development. A “direct-test’” version of this instrument, not
requir.ng the informant interviews. 1s also available /see the Utah Test of Lan-
guage, Revised Edition).

Availability of measure: American Guidance Service, Inc., Publishers Build-
ing, Circle Pines, Minnesota, 55014
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